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INTRODUCTION
Professional education in social work is the product of many
foroes: the requirements of the social welfare institution,
in Its variety of programs; the fluctuations of the job market; student interests; local agency concerns; the challenge
of work with other academic and practice disciplines; and the
demands of the university setting. The provision of social
work education to an ever increasing number of undergraduate
and graduate students thus conjures up many different images
for students, educators, and practitioners. For some, the
image includes the challenge of incorporating social sciences
into the fabric of social work education. For others, the
image relates to the management of local community forces as
these affect social work education. For still others, the
image is related to the role of social work education in the
higher education industry and the human service industry.
The articles in this special issue were selected to reflect
these various images and to suggest future areas of study
and analysis. Researchers have not paid enough attention to
the structure and function of social work education. The
experience of reviewing manuscripts for this issue has led
us to postulate the beginning outlines of a research agenda:
1.
2.
3.
4.
5.
6.
7.
3.

How do social work education programs relate to changes
in the institution of social welfare?
How do social work education programs respond to the
fluctuations in the social work job market?
How do social work education programs relate to both the
academic community and the state or region in which they
are located?
What is the nature of the process of translating social
science theory, method, and content into social work
education?
What is the impact of the rising demand for scholarship
upon social work faculties?
How do social work faculties handle their dual allegiances to the academic and practice communities?
What is the impact of standard setting and the accreditation process on social w¢ork education programs?
What is the impact of alternative organizational structures of social work education programs upon the educational process (e.g. centralized vs decentralized field
-I 5%-

instruction, research, continuing education, etc.?)
What is the cultural environment of a social work education program and how are socialization and values clarification manifested?
10. How do social work education programs evaluate their impact upon graduates?
9.

This special issue serves as a beginning in the process of
issue identifiaation and empirical inquiry. The articles
fall primarily into two groups. The first half of the issue
relates to the historical and social science forces affecting the structure and content of social work education. The
last half includes articles which clarify current issues in
social work education's structure and function. We look
forward to your response to this special issue.

Leslie Leighninger
School of Social Welfare
University of California,
Berkeley
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Michael J. Austin
School of Social Work
University of Washington,
Seattle

COMMUNITY CONTROL OF SOCIAL WORK EDUCATION
A HISTORICAL EXAMPLE
Philip R. Popple,
University of Tennessee School of Social Work
Nashville Branch

ABSTRACT
From 1901 to 1924 social work education in the mid and southwest was
provided by the Missouri School of Social Economy (MSSE). In 1924 the MSSE
suddenly closed and was almost immediately replaced by an entirely new program, the Washington University Training Course for Social Workers. This
paper explores the reasons for the demise of the MSSE, finding that it was
apparently too liberal for the taste of university administrators and not
responsive enough to the needs of the local practice community. The case
of the MSSE provides an interesting and useful example of community control
of social work education.

Histories of social work education generally discuss the four "pioneer
schools" of social work - the New York School of Philanthropy (1898; now
the Columbia University School of Social Work); the Chicago School of Civics
and Philanthropy (1903; now the University of Chicago School of Social Service Administration); the Boston School for Social Workers (1904; now the
Simmons College School of Social Work) and the Philadelphia Training School
for Social Work (1908; now the University of Pennsylvania School of Social
Work). Few make note, however, that there was a fifth school, the Missouri
School of Social Economy, that opened in St. Louis in 1901. The Missouri
School provided professional social work education to much of the mid and
southwest until 1924 when it suddenly went out of business and was immediately replaced by the Washington University Training Course for Social
Workers (now the George Warren Brown School of Social Work). The strange
fact is that there was absolutely no connection between the two programs.
The Washington University course was different in affiliation, administration, faculty, and curriculum. The story of the development and eventual
failure of the Missouri School of Social Economy and its replacement by
the Washington University program provides an interesting and useful example of community control over social work education.

-1 -

Influences On Early Schools Of Social Work
During the early years of the twentieth century when professional
education was first moving into the university, every profession experienced conflict regarding the move. University faculties, and professional practitioners were not certain if business, law, nursing, and
teaching belonged in the university. Social work experienced an even harder
time due to a number of divisions of opinion regarding the basic form and
structure of the social work profession and of social work education.
Severe problems resulted when the practice community, the school of social
work, and the university took different sides on one of these divisions.
The first division was over whether social work education should be
academic or practical. The academic community and the practice community
generally took different sides on this issue. The practice community,
because of its need for competent practitioners, naturally exerted pressure
for social work education to have a practical focus, with a large amount
of time devoted to "how to" courses. The academic community, because of
its commitment to knowledge building, placed a high value on research and
scholarship and therefore often deemphasized a practical focus and applied
pressure for a more rounded curriculum.
The second major division that caused problems for social work education, and continues to do so, is the classic cause/function dilemma.
One segment of the profession feels that social change as the solution to
social problems (cause) should be a primary focus of social work and another segment feels social workers should concentrate on helping individuals "adjust to a recognized reality" (function). Following Flexner's
famous 1915 paper, "Is Social Work A Profession", the practice community
was fairly well united on the feeling that the development of expert individual treatment technique was the direction social work should head
in order to become a recognized profession. The academic community was
also receptive to this focus due to the fact that universities were generally very conservative and suspicious of schemes to change society.
A third division of opinion during the early years of social work
education was whether it was possible for an urban school to provide training for, rural workers. The general feeling among the practice community
was that an urban school could not. Jesse Steiner, for example, concluded
that students in urban schools rarely see their careers in terms of a long
stay in a rural area.
For this attitude of mind the professional schools in the
cities are largely responsible . . . the rural students
aquire the city point of view and find themselves out of
sympathy with the more conservative and slow moving community
from yhich they came and where they had expected to return to
work.
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Universities preferred to prepare workers for the type of community in
which the university was located. Urban universities preferred to train
urban workers and agricultural universities preferred to prepare workers
for rural areas.
During the early years of social work education there were a number
of battles between the university, the school of social work, and the
practice community over the direction that social work education should
take. In 1910 Samual McCune Lindsey resigned as director of the New York
School following a long standing disagreement with the Charity Organization Society's Committee on Philanthropic Education regarding the future
direction of the School. In his letter of resignation Lindsey stated
A university professional school seemed to me from the beginning our proper aim, whether on or near the campus of
Columbia University . . . . like Teachers College, or the
law and medical schools of the University . . . . (but) our
general program has been halted by the recurrent proposal of
a very different type of school . . . . a training school,
much more limited in scope, devoted to the development of a
finer technique in a few lines of work - perhaps exclsively
in the activities of a charity organization society.
In 1914 Harvard University withdrew from the Boston School because
the school was not felt to be academic enough. Jeffrey R. Brackett, a
Harvard Alumnus, had established the School in affiliation with Harvard
and Simmons College and had struggled since the Schools founding to keep
Harvard involved. The University, however, was never comfortable with
the applied focus of the School, and when the Russell Sage 3 Foundation withdrew financial support in 1914, Harvard severed its ties.
In 1920,
after a long struggle, Edith Abbott succeeded in establishing social
work as a graduate school on par with other graduate schools in the
University of Chicago. Because of her belief that social work should
strive to be an academic discipline as well as a profession, and that it
should be concerned with social change as well as individual treatment,
Abbott was considered a rebel by the practice community and the school
was the subject of much criticism.
When one analyzes the amount of control of social work education the
practice community and the academic community have been able to achieve,
the not surprising fact emerges that control is directly proportionate
to financial leverage. In the case of the New York School, a grant from
the Kennedy family gave full control to the Charity Organization Society's
Committee on Philanthropic Education. Therefore, the practice community
reigned supreme. In Boston, Harvard University was willing to be affiliated with the Boston School only so long as the Russell Sage Foundtion bore the cost. When the Sage Foundation withdrew, so did Harvard.
In Chicago, the social work program was able to escape dominance by the
practice community because of a large grant from the Laura Spelmen Rockefeller Foundation that was encouraging the development of innovative
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approaches to social work education, in this case an academic, macro
practice, approach.
All of the early schools of social work that survived sided with
either the practice or the academic communities on the issues discussed
above, most siding with the practice community. Therefore these schools
were able to maintain a continuous base of support and to survive and
even flourish. The Missouri School of Social Economy, however, chose
to go its own way rather than to compromise with either the practice or
the academic community. The result was a very shakey existence and
eventual failure.
The Missouri School of Social Economy, 1901 - 1924
The history of the Missouri School of Social Economy is interesting in its own right for a number of reasons. Many aspects of the school
were significant - it was for many years the only school west of Chicago,
it was influential in the move for a mother's pension in Missouri, it
was interested in the civil rights of blacks during a time when blacks
were an almost invisible segment of American society. In addition, and
significant to the focus of this paper, the Missouri School was the only
pioneer school to be affiliated with a public university. This created
unique problems for the School. Schools that were independent or affiliated with private universities had to be responsive mainly to the
desires of urban private agencies. The Missouri School, however, had
to be responsive to a rural dominated legislature as well as to urban
private agencies. No attempt will be made in this paper to give a detailed description of the development of the School. Rather, this analysis will focus on the effects of community pressures on the program.
In a manner similar to all schools of social work the Missouri School
grew out of the needs of the local practice community. In New York,
Boston, and Philadelphia the programs were begun by local Charity Organization Societies. In St. Louis the agency most responsible for beginning social work education was the Provident Association, an agency
that was founded in 1860 as a part of the Association for Improving the
Conditions of the Poor movement. It appears that the original impetus
for the establishment of the training school came from the visitors employed by the Provident Association, rather than from the agency administration. In the winter of 1901-1902 the visitors began a series of
discussion meetings aimed at elevating their level of knowledge and skill.
These meetings soon expanded into a series of fortnightly conferences
which were open to all charitable and social workers of the city.
In the winter of 1903 the administration of the Provident Association became formally involved in the training with the founding of
the Provident Association School of Philanthropic Work. The school consisted of classes given twice a week by W. H. McClain, General Manager
of the Provident Association and other "leaders in the field", and were
open to workers of all St. Louis social agencies. The Provident Assoc-
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iation administration was very enthusiastic about the school, reporting
in the 1905 Annual Report that the school had not only "bound the workers together" but had also given them "new and higher ideals of modern
scientific charity". The classes apparently were of high quality and
filled a need for the region as evidenced by the fact that McClain was
requested to teach similar classes at Washington University, the University of Missouri, and the University of Indiana.
It did not take long for the academic community to become involved
in the School of Philanthropic Work and to begin to try to change the
school's nature to meet their own needs. The opening came in 1905 when
Dr. Walter L. Sheldon, leader of the Ethical Culture Society and a
board member of the School decided that the curriculum needed some enrichment. Toward this end he contacted Dr. Charles Ellwood, Chairman
of the Sociology Department at the University of Missouri, and invited
him to cooperate in the work of the School by delivering occasional
lectures. Ellwood agreed and came to St. Louis presenting a lecture
titled "The Importance of Having Scientific Knowledge in Dealing with
the Problems of Charity and Philanthropy". The committee in charge of
the School was so pleased with the lecture that they not only published
it as a monograph, but Dr. Sheldon opened correspondence with Ellwood
on the subject of the University's permanent involvement in the School.
Ellwood was delighted, and later described his reaction to this proposal.
This gave me the opportunity that I had been waiting for.
I had long seen that it was impossible for the (sociology)
department to function effectively either in the scientific
world or in the public service in the State of Missouri with
only one man on its teaching force. I took Dr. Sheldon's
letters and laid them before Mr. Walter Williams, then Chairman of our Executive Board, and President Jesse. They both
agreed that this was an opportunity not to be lost and that
they would try to get the Board of Curators to provide an instructor in the department who would give a part of his time
to teaching in the University at Columbia and part to organizing and conducting a training school for social workers in
7
St. Louis.
Ellwood's plan was approved by the Board of Curators and negotiations were begun with Dr. Thomas J. Riley, a social economist with a
Ph.D. from the University of Chicago, for the new position of Director
of the Missouri School of Philanthropy, and Assistant Professor of
Sociology at the University of Missouri. The plan was then presented
to the Board of the School of Philanthropy. Here it ran into some
difficulty as Dr. Sheldon had apparently meant for the university to
cooperate by providing occasional lectures and exchanging credit for
courses. He had never intended for the University to coopt the whole
school, and attempted to block Ellwood's plan. W. H. McClain, General

Manager of the Provident Association, however, favored affiliation.
Ellwood later recalled
I appealed to the McClain faction as against the Sheldon
faction. The Sheldon faction was out-voted in the committee
on organization, and the School was organized in affiliation
with the University of Missouri, though with a distinct Board
of Directors, and with the understanding that Dr. T. V. Riley
should be its Director. 8
When the School had been run by the Provident Association it was
purely practice oriented with all of the courses taught by local social
workers. After affiliation with the University of Missouri the School
changed rapidly. Riley and Ellwood applied for, and received, a
Russell Sage grant in the amount of $5,000 per year for three years beginning in the fall of 1907. The grant was for the purpose of facilitating the research work of the school. It did not include any money
for practice courses. With this money a second faculty member, Dr.
George B. Mangold, was hired. Mangold, like Riley, was a social economist with a Ph.D. Also in 1907 Roger Baldwin (who later went on to
found the American Civil Liberties Union) became a member of the board
of the School of Philanthropy and a part time instructor. Riley, Mangold, and Baldwin were all social actionists with little regard for an
individual treatment approach to social work. Baldwin, for example,
when speaking of his early years in social work recalled
...... I met in national conferences or in my travels all
the leaders throughout the country. I was drawn most to
those who occupied their professional obligations with a
social philosophy and political crusading. They were not
numerous. Most were preoccupied with techniques which I
minimized or accepted as routine. The 'art of casework' 9
goal of so many social workers, left me cold and scoffing.
For Mangold's part, casework did not leave him "cold and scoffing",
he simply did not feel it was as important as what we now think of
as macro social work. He once wrote
The man or woman whose education is limited and whose outlook
is narrow must always remain in a subordinate position.
He cannot lead or direct the forms of social progress; he must
confine himself largely to the handling of details, and especially to the task of working with the individual . . . Such
persons are mostly in need of understanding the technique of
social work . . . . The leaders of social work on the other
hand can subordinate technique to an understanding of the
social problems that are involved . . .10
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Unfortunately for the future development of the School of Philanthropy
the profession of social work was moving in the opposite direction.
Social workers were beginning to view the development of an individual
treatment techniqyq focus as the key to the professional status they
so badly desired.'' What's more, both Riley and Mangold were academics
with little interest in social work practice other than as an area of
research. After the affiliation with the University of Missouri and
the receipt of the Russell Sage Grant there is little evidence of any
extensive involvement in the School by the local practice community.
The School of Philanthropy and the University of Missouri maintained a positive relationship for only a few years before problems arose.
The difficulties of Riley and Mangold teaching both at the University's
main campus in Columbia and in St. Louis soon became evident. Also, the
uses of the Sage funds were strictly limited, mainly to research fellowships for students and to the salary of faculty supervising the research.
Because attempts to raise funds from the community had met with failure,
the Board of Trustees of the School of Philanthropy came to look to
the University for support. Unfortunately, the legislature of 1909 cut
the University's appropriation, and the President, Dr. A. Ross Hill,
decided that the University could no longer afford to maintain the
School of Philanthropy. Therefore, at the end of 1909 the School of
Philanthropy ceased to be a part of the University of Missouri and had
to seek a new source of support.
When the relationship between the School and the University of
Missouri began to deteriorate the School began to look for an alternate
means of support. It is interesting that the School did not look to
the practice community for support, but rather approached Washington
University. Roger Baldwin, a faculty member at both the School of Philanthropy and at Washington University had long favored their affiliation.
During February of 1909 Carroll M. Davis, a local clergyman and President of the Board of the School of Philanthropy wrote to Chancellor
Houston of Washington University asking his opinion as to the feasibility of an affiliation. Houston replied
I have felt that before Washington University could act
officially in the matter it ought, perhaps, to know that
the University ol Missouri would not object to the transfer
of affiliation. i2
Houston went on to say that if the Board of the School of Philanthropy
could settle this problem, Washington University would assume responsibility for the School. He concluded

I may say in general that the social and charitable
work, which the School has in view, seems to me to
present to the city university an unusual opportunity
to render very great service to the city and to humanity.13
Following a letter from A. Ross Hill, President of the University
of Missouri, in which he endorsed the plan for the School of Philanthropy to be taken over by Washington University, Chancellor Houston
presented the matter to the Board of the University. During April of
1909 the Board voted to approve the affiliation between W. U. and the
School of Philanthropy; to appoint Mangold as Assistant Professor and
Associate Director of the School and pay part of his salary; and to
provide quarters for the School and meet certain contingent expenses.
Beginning fall semester of 1909, the School officially became affiliated with Washington University and its name was changed to the St.
Louis School of Social Economy.
The School of Social Economy was affiliated with Washington University for five years. During this time it was very productive, maintaining a student body of over twenty full time and fifty part time
students; awarding up to ten certificates and seven Masters degrees a
year; publishing a series of eight research monographs on social problems in Missouri; and its Associate Director, Dr. Mangold, published
a book titled Child Problems in 1910 that quickly became the standard
child welfare text in America.
In spite of the fact that the School was very productive, it
quickly began to run into problems with Washington University. The
reason for these problems appears to have been basically the same as
one of the reasons for its problems with the practice community its social philosophy was too liberal for the prevailing social norms.
Washington University was a private school supported entirely by
gifts and endowments and as such could not afford to be controversial.
Some of the activities of Mangold, who in 1912 became Director of the
School following Riley's resignation, and Baldwin were frowned upon
by the University's administration. For example, in 1913 Baldwin invited the principals of two black high schools to speak to his social
problems class on the subject of race relations. Baldwin later recalled
The newspapers got the story, displaying it by glaring
headlines -- "WHITE WOMEN STUDENTS FORCED TO HEAR NEGROS"1 4
"WASHINGTON UNIVERSITY PROFESSOR ADVOCATES MISCEGENATION".
Following this incident, the Chancellor's office received a number of
letters from irate alumni demanding Baldwin's dismissal. For Mangold's
part he frequently pressed the Chancellor with schemes such as providing
classes for black social workers, when he was aware that Washington
-159-

University was tightly segregated, or for having radical speakers address the student body. One such speaker that Mangold wished to invite was Emma Goldman, "the notorious anarchist", who was so far to the
left that, according to Baldwin,
she wasn't even "considered respect15
able in reform circles".
During its five years of affiliation with Washington University
the School of Social Economy was supported approximately 50/50 by
University funds and Russell Sage Foundation funds. In 1913 the Sage
Foundation advised the University that it was cutting back the School's
grant for the 1913-1914 academic year and the 1914-15 year would be the
last year of funding.1 6 Thus, the University was put in a position of
having to cover all of the cost of the School if the School was to continue. In order to have data upon which to make a decision, Chancellor
Hall requested that a study be made of the School by Professor W. F.
Gephart, a business economist who had been hired to organize Washington
University's School of Business and Public Administration. Gephart's
report, while not totally uncomplimentary, reflected the concern of the
University that the School of Social Economy sometimes presented a public
relations problem. Regarding research, which Gephart felt should be a
primary function of the School, he said
...
. there are a great number of very delicate subjects
for investigation . . . . (therefore) careful supervision
of the methods of investigating the subject should be exercised . . . . There are many questions for investigation by
the research students of such a school, and the selection of
the particular question should be decided on the basis of
its importance . . . . (and) the position which the school and
its sponsor -- the University -- occupies in the community, as
well as the prevalent social ideas of the people. The simple
ability to discover and make public unpleasant and regretful
facts of the social organism is not Ojfficult and it is certainly not constructive social work.'"
During the Fall of 1914 the Board of Directors of Washington
University requested that Chancellor Hall make a study of the affairs
of the School of Social Economy. Hall did so and reported to the Board
on February 5, 1915, that he ". . . had not been able to find any substantial evidence of interest in the School on the part of citizens of
St. Louis". 1 8 Accordingly, Hall recommended that the School be dropped
from Washington University at the end of the 1915 academic year and the
Board accepted his recommendation.
The School of Social Economy limped along for one year as an autonomous unit. Exactly how it was supported is unknown, as most records
for this period are lost. It received some assistance from Washington
University (the use of the library and one course taught by a W. U.
faculty member) but apparently received no help from local agencies.
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During this independent year Mangold and the Board of the School made
overtures to return to affiliation with the University of Missouri.
The budget of the University had loosened since 1908 and the Board
of Curators voted to again receive the School into affiliation with the
University of Missouri. In recognition of its new status, the name
was changed to the Missouri School of Social Economy. The School remained under the University of Missouri from 1916 until it closed for
good in 1924.
The School of Social Economy made some effort to follow the general
trend in social work education toward individual treatment technique
following the 1915 Flexner paper by adding practice courses, such as
Methods of Family Treatment, and Practical Problems of Case Work, which
previously had been almost non-existent. However, its emphasis remained
on macro, social reform issues. The majority of the courses continued
to deal with subjects such as Problems of Poverty, Labor Problems, Race
Problems, and the like. The treatment and practice courses were generally taught by the minor, part-time members of the faculty while Mangold and the full-time faculty members taught the macro, reform oriented coures.
During the early years of the 1920's the School of Social Economy
was growing and prospering. It appeared as though the School and the
University of Missouri were to enjoy a long and productive relationship.
However, with no apparent warning the Missouri legislature in 1923
dealt the School a blow from which it was unable to recover. On March
6, 1923 Acting President Jones wrote to Mangold saying
I learned last night . . . that the House Appropriations
Comittee was insisting upon putting into the Appropriations
Bill a provision that no part of the Extension Division
appropriation was to be used for the support of the Missouri
School of Social Economy. For some reason this committee
feels that it is not a proper use of University funds . . . I
cannot imagine what influences brought about this situation.19
The "influences" appear to have initially had nothing to do with the
School of Social Economy per se. A rural faction in the legislature
was fiercely attacking the budget of the University of Missouri and,
it appears, the appropriations committee was seeking to cut items in
the budget that might be difficult to defend. When the item for the
School of Social Economy was brought up no one on the committee had
20
even heard of the School and thus the budget item was eliminated.
Also, the University had been under pressure to begin a rural social
work program for several years. When the School was cut out of the
budget, members of the sociology department quickly moved to have their
budget increased to enlarge their offerings in rural social work,
undercutting any chance of the School of Social Economy item being placed
back in the budget.
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The Board of the St. Louis Provident Association was very concerned over the prospect that St. Louis would have no facilities for social
work education. In 1923 the Association's Executive Committee voted
that because of the "intimate connection" between the Provident Association and the Missouri School of Social Economy, a discussion of the
fate of the School would be pertinent. The outcome of this discussion
was a resolution that the newly founded St. Louis Community Council
should be asked to make a study of the needs of St. Louis and its hinterlands for the training of social workers, the facilities existing
to fill the needs, and to formulate recommendaions
for the develop2
ment of the necessary equipment and training. 1
The actual report of the Community Council was not preserved,
but documents containing references to it were, and from these it is
apparent that the report did not regard the School of Social Economy
favorably. In one letter the report's author, Ellwood Street, is quoted
as saying that opinion of the School was so low that "the large social
agencies here will not employ graduates of (the) school". On the other
hand, Street was quoted as saying that "they'd have the sort of school
22
they need here somehow".
Following the unfavorable Community Council report, support for
the School of Social Economy ceased. The advisory committee of the
School had been negotiating with Chancellor Hadley of Washington University hoping that W. U. would resume responsibility for the School.
The Board's two main representatives were Forrest C. Donnell, A St.
Louis lawyer, and Dr. Ivan Lee Holt, a prominent St. Louis clergyman.
On May 7, 1924 Donnell wrote to Acting President Brooks of the University of Missouri advising him that they had been "informed by Chancellor Hadley that in his judgment it is not worth while for us to attemt further to secure from Washington University the taking over of
the Missouri School of Social Economy". 2 3 Lacking support the School
closed its doors at the end of Spring semester, 1924.
After the decision had been made not to support the School of
Social Economy, a special committee was convened by the Community Council to consider plans for social work education in St. Louis. Beginning Fall semester, 1924, social work courses were taught at Washington University by local social workers on a voluntary basis, while
the committee made plans for the implementation of a formal program.
On December 30, 1924 the committee Chairman, J. Lionberger Davis, wrote
to Chancellor Hadley and stated the committee's final recommendations
as follows.
As a result of the year's investigation and because it
is the opinion of all who are familiar with the whole
situation, the committee suggested that Washington University establish a Chair of Applied Sociology and call
a man of outstanding ability to fill it. Such a man of
high academic standing combined with wide practical ex-1 6P-

perience has been difficult to find, but through
your cordial and sympathetic cooperation, it has
been possible to obtain the consent of Professor
24
Frank Bruno of the University of Minnesota.
The letter went on to state that the committee would guarantee Professor Bruno's salary of $7,000 per year for a period of three years.
The new social work program under Bruno was given no more financial support from Washington University than the previous program under
Mangold. The Chancellor, in appointing Bruno, stated that ". . . after
the expiration of the period of three years for which the guarantee
is given, I cannot make any definite conditions or commitments...,,.25
That the new program, now The George Warren Brown School of Social Work,
survived and grew is because it mustered community support, something
the Missouri School of Social Economy had been unable to do. The interesting question is, why was the new program able to generage support
while the old program had not been able to generate any?
The School of Social Economy apparently lost support from the
practice and academic communities for reasons that derived from the same
basis factor - the School was too liberal for "the prevalent social ideas
of the people" to use Professor Gephart's phrase. Washington University
did not wish to be affiliated with the School because the University
was conservative and derived its financial support from a conservative
constituency. The practice community became disenchanted with the School
when, in pursuit of professionalism, social workers began to court
community support via defining themselves as agents of individual rather
than social change and the School did not follow suit. 2 6 The School
lost support from the University of Missouri because it was an urban
program, serving an urban constituency, while the University and legislature were more concerned with rural affairs.
The program that replaced the School of Social Economy was an
urban program supported by an urban university, and was far more conservative. It was also heavily practice oriented. During its last
year in operation (1923-24) the curriculum of the School of Social Economy was comprised of less than 20% practice technique courses and more
than 80% social problem and reform courses. Two years later the curriculum of the Washington University Training Course for Social Workers
was exactly the opposite - over 80% practice technique courses and less
than 20% reform courses. Frank Bruno neatly stated the views of the
practice community when, in 1928, he wrote
The name of the first St. Louis project in training for
social work -- the Missouri School of Social Economy -indicates the trend of thinking in social work less than
a generation ago. It was largely conceived as an effort
in the field of economics, . . . the problem of wealth and
poverty, the making and the distribution of wealth were the

objects of concern and determined the training of the
social worker. While the social worker still is equipped with such discipline as economics affords, it has
ceased to play a primary function in his training or
technique.
Bruno felt that the modern training program should be concerned with
....
processes . . . . with all technical methods from
the activities of boards of directors to the means used by
a probation
officer to rectify the conduct of a delinquent
27
child.

Replacing the economics and reform oriented program with one dominated
by the apotheosis of technique was probably what the author of the
Community Council report meant when he stated "that they'd have the
sort of school they need here, somehow".
Concl usi on
Referring to the historic relation between the social work profession (professional associations and schools) and the social welfare institution (agencies) Richan has said
One might anticipate inherent strains between a professional community seeking desperately to achieve
social acceptance in its own right and a complex of
bureaucratic institutions . . . But the early history
of the relationship between social work and social
28
welfare is notably free of serious conflict.
The case of the Missouri School of Social Economy indicates that perhaps the history of this relationship is not nearly so free of conflict
as Richan assumes. It appears that there was conflict but that the
distribution of power was so unequal that early schools of social work
had little choice but to follow the lead of either the academic or the
professional communities if they were to survive. Further research into
early schools that failed, such as the Dallas Institute for Social Education and the Houston School of Philanthropy would be very interesting.
Further research into early schools that succeeded to see what compromises
they made with the academic and professional communities would also be
profitable.
Curriculums of schools of social work have changed a great deal since
the era of the Missouri School of Social Economy. The greatest changes
have occured during the last fifteen years in response to factors such
as the social activism of the sixties, the growth of public welfare
agencies, and the pressure for bachelor and doctoral level programs. The
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curriculums have broadened away from the traditional casework focus to
include macro methods as well as social problem/social action content.
It is ironic that the programs of many current schools of social work
are remarkably similar to the one that led the Missouri School to it's
demise, containing as many courses on macro methods and social action
as on micro methods and psychopathology.
Although there have been significant shifts in power, schools of
social work are still subject to the same pressures as the Missouri
School of Social Economy was. Community practitioners still exert
pressure for the curriculum to be more practice oriented. The clinical
social work movement is a dramatic example of this type of pressure.
The universities with which schools of social work are affiliated still
exert pressure for the curriculum to be more academically oriented.
The development of BSW programs located in schools of arts and sciences,
the establishment of Ph.D. (as opposed to D.S.W.) programs, and the
development of joint masters degree programs have all increased the
university's influence over the school of social work, to the extent
that the academic community is probably the most powerful single influence over social work education. However, the fact that both
CSWE and NASW have recently been pushing for more practice community
involvement in schools of social work indicates that this situation
may be changing.
Community agencies with some control over school finances continue
to exert a significant influence. Private, individual treatment agencies
such as the Provident Association (which is now a Family and Children's
Services agency) no longer contribute a significant amount of money to
social work education. The agencies that now have financial clout are
the state welfare departments with their control of Title XX funds.
The amount of influence of state welfare departments was clearly
illustrated by a recent conversation the author had with a senior faculty
member of a large state school of social work. The author commented on
how much relations between the school and the welfare department had
improved. The faculty member responded
Yes, after the protest movements of the late sixties when
our students organized sit-ins at the welfare department,
the department and the school were barely speaking. Then
one day the Deputy Commissioner came over and presented
a plan that essentially amounted to the departments
coopting the school.
After a thoughtful pause, he continued
We needed their money so we went along with the plan.
While this faculty member was obviously speaking in a tongue-in-cheek
manner, his point was clear. Although schools of social work are
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now firmly rooted in their academic environments, they must still be
responsive to the practice community if they wish to avoid the fate
of the Missouri School of Social Economy.
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ABSTRACT
The undergraduate sociology-social work alliance in sociology departments has a long tradition in American colleges despite ideological

differences between the two disciplines. Recently this old alliance
shows signs of disintegration. This paper argues that the recent
emphasis on professionalization of undergraduate social work through
the use of accrediting standards coupled with the control of Federal
social work training grants have placed new pressures on the old
alliance. Evidence is presented which indicates that the conflict is
being resolved in the direction of greater administrative specializa-

tion and autonomy for social work.

The traditional alliance between undergraduate social work and sociology currently is undergoing rapid and extensive alteration. Some
members of each discipline view this change as a major crisis; for
others the change simply represents long needed reform.
The purpose
of this paper is to examine the organizational dynamics involved in
sustaining and eroding the stability of that alliance.
The source of

both the long period of relative stability and the recent period of
rapid change cannot be found in the ideological differences between
the two disciplines for these have existed since the inception of the
alliance. Rather, it is argued, the alliance provided a variety of
advantages to each discipline as long as administrative and curricular
relationships were determined principally within institutions of
higher education. It has been the largely externally centered
*The authors' names are ordered alphabetically.
We wish to acknowledge Dr. Joseph Sheehan's comments and suggestions.
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politics of professionalism that has generated the internal conflicts
which many undergraduate sociology-social work departmens are now
experiencing.
Sociology departments have had a long tradition of teaching undergraduate social work courses in colleges and universities. The
sociology-social work relationship dates from the rise of the social
science movement in the 1840's (Davis, 1975) and was strongly influenced by the successive waves of social reform movements which
influenced the development of a social pathology paradigm that is so
characteristic of American sociology. The social pathology paradigm
in sociology helped provide the theoretical rationale for locating the
source of social problems within the individual, thus adding legitimacy to the development of the social casework method which was basic
to the professionalization of social work. The historical coincidence
of perspectives between sociology and social work was the starting
point of a continuing relationship in undergraduate sociology departments with professional training in social work reserved for the
separate graduate schools. The evidence for the traditional relationship can be found in surveys of undergraduate sociology curricula
dating from 1900 through 1970. These surveys all clearly demonstrate
that social work courses have been an important fixture in sociology
curricula.
The earliest surveys (Tolman, 1902; Bernard, 1909; Chapin, 1911) reveal
few distinctly social work courses except "Public Welfare" due to the
pre-eminence of the social pathology paradigm and the applied emphasis
in sociology. It is apparent from a comparison of course titles in
early sociology curricula (Kennedy and Kennedy, 1942) and in the
curricula of the first schools of philanthropy (Steiner, 1921:492)
that there was considerable overlap in subject matter. Much of the
curricula in sociology which later would have carried a social work
designation was at that time incorporated in courses with titles such
as Social Problems, Population Problems, Social Disorganization,
Applied Sociology, Practical Sociology, Poverty and Dependency, and
"Deviants."
By 1941, social work courses were clearly identified in curriculum
surveys and were an important component of undergraduate sociology programs. Kennedy and Kennedy (1942) found that Social Work ranked
fourth, Public Welfare thirteenth and Child Welfare fourteenth in
frequency of sociology course offerings. These three courses together
accounted for eleven percent of sociology department courses. A replication of the 1941 survey in 1957 (Podell, Vogelfanger, and Rogers,
1959) showed that Social Work ranked sixth, Public Welfare twentieth,
The
and Child Welfare twenty-fourth in frequency of course offerings.
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three courses accounted for eight percent of sociology course offerings in 1957 compared with thirteen percent in 1941. Using a broader
definition of social work related courses, Social Welfare and Reform,
Social Work accounted for thirteen percent of sociology courses.
Gates' (1969:325) survey of small liberal arts colleges in 1963 revealed that the introductory social work course ranked ninth among
sociology offerings and that sixty percent of the colleges offered the
course. Reid and Bates (1971), using a more broadly based sample of
colleges and universities produced almost identical results. Although
the results of these latter two surveys are not completely comparable
with the earlier surveys, it appears that social work course offerings
may have declined slightly during the 1960's. However, it should also
be emphasized that it was the popularity of other specialty areas,
particularly anthropology and criminology-deviance, which produced the
relative decline in social work courses and not an absolute decline in
social work courses themselves. On balance, then, the evidence indicates that social work has been an integral part of undergraduate
sociology programs since the turn of the century.
The Uneasy Alliance
The Sociologists' Perspective
Sociology has been openly ambivalent about its joint departmental arrangements with social work for a long time. During the early years
of the alliance many sociologists defined social work as applied
sociology. For example, writing just after 1900, Cutler (1911:761)
offered suggestions on "how to correlate courses in sociology which
shall meet the requirements of the modern university with the practical
social work ... for which there is so great need." He lamented
'universities giving instruction in sociology but giving little or no
detailed consideration to the practical applied aspects of the subject
and schools of philanthropy offering preparation for definite lines of
social work but giving little or no consideration to the subject of
sociology." His recommendation for undergraduate curriculum in sociology emphasized making "extensions in the direction of giving definite
and effective preparation for specific lines of practical social work."
Other sociologists attempted to define a role for "applied" sociology
(Henderson, 1912) and "clinical" sociology (Wirth, 1931).
If sociology was strongly imbued with the reform ideology during the
period of its initial academic institutionalization, the second generation of sociologists sought academic respectability for the discipline
by identifying themselves with scientific ideology. Sociology sought
first to legitimate itself as a social science and, later, as valuefree (Dynes, 1974). The value-free social science ideal rendered
problematic the alliance with social work.
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The ambivalence of sociologists is apparent from comments in the surveys on sociology curricula. As Kennedy and Kennedy (1942:667)
observed, "it is virtually impossible to study problems of social
maladjustment without proceeding to the means employed to cope with
them in public welfare programs in social work. At the same time they
also expressed concern that "an undue proportion of the curriculum is
devoted to social pathology and therapy while analysis of the normative structure and processes of society and culture is relatively
underemphasized. In their replication of the Kennedy's research,
Podell et al. (1959:93) commented that "the further removed is the
subject matter from the discipline of sociology ... the more courses
are offered by departments of sociology" and that Social Welfare and
Reform is "the most value-laden of all (categories) and, perhaps,
utilizes the sociological discipline least of all."
A major source of this ambivalence has been sociology's concern with
its integrity as a discipline. Surveys of undergraduate sociology
majors revealed that they very frequently perceived social work as a
subfield of sociology, and over sixty percent in one survey (Bates,
1965) identified social work as a job they saw sociologists as holding.
These findings prompted the author (Bates, 1965:34) to remark that "If
we are preparing undergraduates for any specific vocational future, it
is social work, not sociology. It is doubtful that after completing
five or more courses in sociology our students can yet even distinguish
our field from social work." Bates and Reid (1971:241) were even more
pointed in their comments:
.... We believe the only contribution sociology can
make to general education ... is to inculcate ...
sociology's unique disciplinary perspective on human behavior.... As to the notion that a major in
sociology is a kind of preprofessional training for
social work we agree that a soundly designed major
would be an excellent background for a career in
social work.... But on too many campuses the tail
is wagging the dog.... Some of the pernicious effects on undergraduate curricula in a large proportion of small colleges arise from the fact that
the graduate schools of social work have come to
utilize teachers of sociology as their local recruiting agents.
The Social Workers' Perspective
Early in the twentieth century social workers as well as sociologists
perceived a very close relationship between the two disciplines
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(Meredith, 1922). Indeed, in an early survey of practicing social
workers, sociology was ranked first among academic disciplines in desirability for inclusion in social work training programs (Young, 1934:
673). However, the same kind of ambivalence which characterized
sociology's attitude toward social work developed almost as soon as
"social worker" replaced the term "charity worker."
Social workers
saw the two disciplines moving in opposite directions. For example,
Steiner (1921:493) observed that "after sociology established itself
as a university discipline for the next ten or fifteen years sociologists were occupied so largely with debates about method, that their
work seemed very remote from the problems in which social workers were
Social work was concerned about the theoretical orieninterested."
tation of sociology. As Steiner (1921:496) put it:
Graduate students in sociology preparing for
teaching positions seldom expected to supplement their university instruction with clinical
experience in the social work field. Their
acquaintance with social work agencies was
usually limited to what could be gained through
observational visits or assignment for research
based on the data available in their files.
It was not uncommon for sociologists equipped
in this way to underestimate what is involved
in learning the technique of social work.
The early ambivalence within social work about the relationship to
sociology centered on graduate level education, which was the principal
focus of social work. The issue of an alliance with sociology at this
level was rather quickly resolved in favor of separate professional
programs within universities. However, education at the undergraduate
level presented a more complex problem. Social work was struggling to
achieve professional status, and as Steiner (1921:482) reminded his
fellow social workers, "the public did not regard philanthropic work
as a technical activity that required special skill and so quite
readily employed workers in this field who lacked proper training and
experience." The combination of "the undeveloped state of social work;
the failure of the public to appreciate the value of thoroughly trained
workers," and "the large number of people still able to find employment in social work without the technical equipment that a professional
school is expected to furnish" (1921:502) made insistence on high
standards of professional education problematic. Quite simply, social
work encountered enough difficulty in establishing its professional
credentials that it was virtually impossible to gain sufficient leverage to institute or enforce preprofessional educational standards.
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What has emerged historically in social work has been a strong commitment to professional education on the graduate level and to a general education, emphasizing the social sciences, on the undergraduate
level. Once the relationship between social work and sociology at the
graduate level was clarified the same kind of ambivalence surfaced at
the undergraduate level. Social work educators have periodically surveyed the administrative auspices of undergraduate programs, cataloging
the advantages and disadvantages of the various options (Dolgoff, 1969;
Shimer, 1977). In these surveys they have persistently complained of
the lack of professional identification, inequitable resource distribution, sociologists meddling with the social work curriculum, inadequate staffing, and a general failure to give proper recognition to the
unique needs of social work education.
Sources of Stability
While the mutual ambivalence of sociology and social work toward each
other deserves proper recognition, it is important to emphasize that
organizationally the relationship was quite stable in colleges and
universities for a number of decades. There were several reasons for
this stability. One was the simple fact of the tradition itself. When
social work courses were added to a college curriculum, precedent
called for placing them in sociology. A second reason for the location of social work programs in sociology was the limited number of
organizational options. A large proportion of social work programs
were in liberal arts colleges. Since social work never established
its credentials as a basic liberal arts discipline, there was a perennial concern with its administrative auspices. To have created a
separate, autonomous Department of Social Work would have been to treat
social work as a sister discipline organizationally, a prospect which
was greeted with less than enthusiasm by traditional liberal arts
disciplines. As Dolgoff (1969:1) observed, "The academic community
may be less threatened when an established department instead of a new
and separate department administers the social welfare program."
In
universities, an undergraduate social work program might find a home
outside of liberal arts, but even on campuses that had graduate schools
of social work, there was little interest in sponsoring and promoting
undergraduate programs until very recently.
A third factor holding social work and sociology together was the reluctance of the social work profession to become deeply involved in
undergraduate education. For several decades how much preprofessional
education should occur at the undergraduate level was a matter of persistent debate. Queens (1922:297) argued that "pre-vocational" education must be sound or credible professional training would not be
possible, but he also contended that "pre-vocational education, the
study of social problems and resources, is of value in education for
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citizenship and is particularly helpful to future teachers, ministers,
and lawyers.... No special training school need be created and maintained for the purpose of teaching these subjects. Any college or
university ... can give the courses which are for the social worker
pre-vocational and for other students general or cultural."
On the
other hand, Steiner (1921:518) countered that the fact that a student
had "taken certain courses may not be of any real significance. The
content of the courses and the way they are presented must determine
whether they are of preprofessional value."
He concluded that "the
undergraduate course in social work given by a few universities" would
be a preferable means of maintaining standards.
Although this debate has continued among social work educators, the
profession
adopted a formal position which tightly circumscribed
social work undergraduate programs. As early as 1937 the profession
was under some pressure to support undergraduate education because
the Depression and war-connected activities had produced an acute
shortage of trained social workers (Fenlason, 1945:689). The American
Association of Schools of Social Work (AASSW) resisted a plan from Arts
Colleges and Land Grant Colleges outside its membership to institute
training for social work at the lower level and decided to restrict
AASSW membership to schools whose curriculum was entirely on a graduate
basis. The AASSW, a forerunner to the present Council on Social Work
Education (CSWE), modified its earlier position in the mid 1940's by
proposing that an integrated plan of education which would allow an
undergraduate to "acquire enough knowledge to enable him to be useful
in a social service agency as an aide (Fenlason, 1945:689). However,
it was strongly emphasized the "undergraduate content should be differentiated from graduate content and that it should be concerned
primarily with material of an historical or informational nature"
(Fenlason, 1945:690). The proposal also recommended that professionally focused courses be specifically limited to ten semester hours.
The Hollis/Taylor report issued in 1952 formed the basis for the position adopted later by CSWE and supported the profession's earlier
position. It specifically stated that undergraduate education for
social work should be broad, not be specifically "preprofessional,"
and should not include the teaching of professional skills nor learning of a technical vocational nature (Pins, 1968:6). This policy was
relatively consistent through the mid 1960's. Indeed, as late as 1969
Dolgoff (1969:1) stated that "Social welfare education is considered
part of liberal arts education, and the organization established for
its administration should serve to strengthen the liberal arts focus
and approach."
Although he went on to argue that the administrative
auspices also should facilitate the unique needs of social work, the
stress on liberal arts was apparent.
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Probably the strongest mortar for the sociology-social work alliance
has been the ability of each discipline to broaden its appeal to students as a result of that alliance. Social work's problem has been
whether to base its appeal on preprofessional education, liberal arts
education or career opportunities. The profession traditionally has
not supported undergraduate social work education strongly enough to
make preprofessional education mandatory. Indeed, a variety of other
majors were acceptable to graduate schools of social work. Preprofessional training therefore did not constitute a sufficient base for
an undergraduate program. Further, since undergraduate social work
has never established itself as a basic liberal arts discipline, any
appeal on this basis virtually mandated a relationship with one of the
social sciences. Finally, there has been some risk in attracting
students on the basis of employment opportunities because the supply
of social welfare jobs has been equally accessible to students with a
variety of other majors. Thus the alliance with sociology meant that
social work did not have to justify itself either in terms of career
opportunities, which it could not guarantee, nor in terms of general
or preprofessional education, for which there was very limited demand.
The problem for sociology as for other liberal arts disciplines always
has been what its majors would do with their education. In times when
a liberally oriented education itself attracted students, as in the
1960's, sociology was able independently to attract an adequate supply
of academically motivated students. At other times, as in the 1970's,
when vocationally oriented education has appealed to students, the
alliance with social work allowed sociology to remain "relevant."
Similarly, sociology has tended to prosper in private colleges with a
strong liberal arts tradition and has faced a more difficult challenge
in attracting students at publicly supported institutions where the
vocational emphasis was more pronounced. At the latter institutions
sociology has been able to rely upon the alliance as a recruitment
device. The alliance has provided sociology with considerable flexibility in appealing to students; in the appropriate times and places
it has been able to emphasize or de-emphasize the alliance. It is for
this reason that despite the occasional outcries about the tainting of
their disciplinary integrity, sociologists have tacitly allowed students to confuse sociology with social work.
Extramural Politics: The Dynamics of Professionalism
One of the prominent features of the contemporary academic landscape
is the substantial influence of extramural agencies (e.g., governmental agencies, private foundations, accrediting bodies) on academic
administration policy. Even matters such as academic standards and
curriculum content, which traditionally were the preserve of faculties,
are increasingly influenced by outside agencies. In the case of the
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sociology-social work alliance, it has been the political dynamics of
governmental and professional accrediting agencies which have been at
the root of the changes in that traditional relationship.
The major factors which led to the initiation of professional education
in undergraduate social work programs over the last decade include
(1) the perception of increased need for social work manpower; (2) the
development of CSWE undergraduate education guidelines; and (3) the
availability of government manpower training grants for social work.
Manpower Needs
The major shift in social work's view of undergraduate programs began
to occur with the release of an HEW report entitled "Closing the Gap
The report indiin Social Work Manpower" presented in November, 1965.
cated that the need for trained workers was acute and would intensify.
The conception of the social work profession that every social work
job in the United States should be filled by a person with a master's
degree was shattered by the projections that the graduate schools could
not meet projected manpower needs (Briggs, 1975:10). In addition it
was found that of 460,467 social service employees, only 983 or about
one quarter of one percent had baccalaureate degrees with a social work
concentration or major (Daly, 1969:46). Statistics like this gave
proponents of undergraduate social work education added credibility
in arguing for a change in the role of BA degree personnel in social
work.
The 1965 manpower study had a significant effect on social work's
attitudes toward the role of undergraduates. Two significant events
in the development of undergraduate education followed the publication
of the 1965 study. First, CSWE compiled a new set of guidelines in
1967 which allowed universities and colleges to have approved programs
and constituent membership in the council, and the National Association
of Social Workers (NASW) began accepting baccalaureate graduates of
CSWE approved programs for full professional membership in the association. However, in spite of the "new" professional recognition of the
bachelor's degree social worker, the 1967 program guidelines remained
very general in calling for sequential arrangement of courses, educationally directed field experience, and a description of the program
in the catalog. Administratively, the guidelines only called for a
full-time faculty member to administer the program and teach at least
one social welfare course. No specification of graduate social work
In this way the guidelines easily
training was made (CSWE, 1967).
accommodated themselves to a diversity of departmental conditions in
liberal arts colleges.
The second significant result of the manpower studies was the passage
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of the social work manpower and training title in the 1967 Social
Security law. Five million dollars was appropriated for each of the
three succeeding years to go to public or private colleges and universities for the development, expansion or improvement of graduate or
undergraduate social work education (Daly, 1969:48). This marked the
first time that there was specific grant monies for undergraduate social
welfare programs available. The federal criteria based largely on the
1967 CSWE guidelines were developed for eligibility for funds (Feldstein, 1972:9). The council had informally established itself as the
authority in specifying program characteristics for Federal funding
even before it began accrediting undergraduate programs.
CSWE Guidelines
The 1962 and 1967 CSWE guidelines for undergraduate programs were very
general and relatively permissive in that they tended to serve only as
recommendations. The 1971 revision of the CSWE guidelines, however,
began to move toward dictating professional program standards to colleges and universities. The 1971 guidelines followed the older ones
but added some significant new requirements. First, CSWE required a
qualitative evaluation in terms of a site visit in order to get approval. In addition, transcripts and diplomas were to indicate that the
student had successfully completed the social work program. This gave
to the program a quasi-degree status and more professional visibility.
Second, the new guidelines specified that full-time faculty from
accredited graduate schools of social work should be responsible for
teaching the social work practice courses, and have significant involvement in the design of the curriculum (CSWE, 1971:9-22). It was
also recommended that more than one faculty member teach all the social
work content. Although this recommendation seems modest on the surface
it does place a hardship on small, liberal arts colleges that often
teach social work courses in the sociology department. The personnel
requirements and recommendation set forth by CSWE made the reliance on
outside grant money more critical because of the difficulty of competing with other departments for new staff positions within the college
or university.
By 1974 CSWE had established itself as a significant pressure group on
shaping the development of undergraduate social work programs. The
newly developed guidelines and CSWE's influence on government grant
funds were the mechanisms used to press for changes in college social
work programs. The standards for the accreditation of baccalaureate
degree programs went into effect in 1974. These standards for full
accreditation had many similarities with the 1971 guidelines, but also
had new points of emphasis. First, there was a strong emphasis on the
planning objectives of the program and on distinguishing social work
program objectives from the objectives of the administrative unit where
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it was located. This implied that social work should have the autonomy
and power to set its objectives and pursue them without being encumbered by other administrative constraints. This was apparent in the
statement on liberal arts:
While any type of liberal arts preparation carries
intrinsic value for the student, the nature of
liberal arts content for social work should form a
basis for social work practice, support attainment of expected student outcomes, and be integrated

with the social work curriculum.

(CSWE, 1974)

Note that "liberal arts" were expected to conform to social work and
not social work conform to the curricular demands of liberal arts.
The guidelines also referred to students having "knowledge in" or
"content in" some topic area like ethnic and racial minorities.
Yet
the guidelines did not specify that an academic discipline outside
social work should be required to teach this knowledge. By referring
to "content" areas, the social work program could conceivably meet all
its "content" needs using its own faculty (see Leighninger and Leighninger, 1978). The 1974 accreditation guidelines in this way reflected
an orientation toward social work having a greater curricular and administrative autonomy. Indeed, the guidelines clearly stated that the
administrative structure should "support the implementation of the
objectives of preparation for beginning professional social work
practice" (CSWE, 1974).
Second, the guidelines required a minimum of 300 clock hours of field
experience with academic credit commensurate with time invested in
field work. This represented a further specification of credit hours
in social work from the 1971 guidelines. It should also be noted that
the 300 hour field experience requirement represented a compromise and
that there was at least an informal expectation that programs would
move toward a 400 hour requirement. Finally, the guidelines provided
greater detail in the role of social work faculty in teaching and administering the program. Institutions were expected to recognize workload differences and allow professional experience to be given adequate
weight in tenure decisions (CSWE, 1974).
Social Work Training Grants
The federal training grant money available to undergraduate programs
in the late 1960's contributed to the development of some programs,
informal and inyet CSWE's influence on the program grants was still
direct.
CSWE's current control over undergraduate social work programs is more closely related to social work manpower training grants
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provided under Title XX of the Social Security Act. Title XX grants
were made available for education program, curriculum development,
classroom instruction, and related field instruction at the undergraduate level and have been widely used in developing undergraduate social
work programs. The link between CSWE accreditation standards and the
Department of Health, Education, and Welfare's training grants was provided by a policy of the Office of Education. This policy specified
certifying accrediting agencies like CSWE for "providing one basis for
determining eligibility for Federal assistance" (DHEW, 1972). Although
the government policy of certifying accrediting organizations represented an attempt to preserve quality, it also preserved a monopoly
because "it is unlikely that more than one association or agency will
qualify for recognition" (DHEW, 1972). The monopoly effect can be seen
in the Federal regulation for Title XX grants which specifically stated
that a condition for eligibility is that "a specialized program for
which there is a specialized accrediting body shall be accredited by,
have preaccreditation status from, or have applied for accreditation by
such body" (Federal Register, 1977:5863). By this mechanism CSWE
accreditation standards became the determining factor in receiving
Federal funds and the use of Fedeal funds became limited to developing
only programs that attempted to conform to standards.
In summary, then, the manpower studies of the mid 1960's encouraged the
profession to increase and broaden its base of social work training.
The influence and authority of CSWE over undergraduate programs increased, along with the availability of Federal grant money, so that
CSWE has become a powerful influence in the development of autonomous
"professional" programs on college and university campuses. The
development of professionally oriented programs, in turn, has had a
powerful impact on intramural politics.
Intramural Politics: Precipitating Events
in the Erosion of the Alliance
The advent of professionalism in undergraduate social work education
has almost inevitably evoked conflict at the departmental and college
level, and the tendency has been to resolve that conflict through
further administrative specialization. Professional education proceeds
according to a different logic than liberal arts education. Therefore,
once the decision was reached to implement or expand an undergraduate
social work program, then the accreditation guidelines and grant funds
became sanctions for greater autonomy, and a trend toward greater
administrative separation began to occur.
Trends in Administrative Auspices
CSWE information on the location of sanctioned undergraduate programs
provides evidence of the impact of professionalism on the alliance.
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Table 1 reveals the trend in administrative auspices of sanctioned unDuring this
dergraduate social work programs between 1962 and 1976.
fourteen year period the percent of sanctioned programs in social
Table 1.

Administrative Auspices of Professionally Sanctioned Under1962-1976
graduate Social Work Programs:
Year

Administrative Auspices
19621
Graduate School of Social Work
Social Work Department
Social Science Department
Other
1.
2.
3.
4.

11%
5

19712

19743

19764

9%

12%

17%

15%

5

18

33

33
42
10

19671

82

84

63

50

2

2

7

0

Dolgoff (1969:3)
C.S.W.E. (July, 1971)
Leighninger and Leighninger (1978)
C.S.W.E. (July, 1976)

science departments decreased from 82 to 42 percent and there was a
corresponding increase in autonomous departments of social wrork from
5 to 33 percent. During the same period the percent of sanctioned undergradute programs in graduate schools increased only slightly from 11
of the change in administrative auspices
Further, very little
to 15.
It was only after the release of the
occurred between 1962 and 1967.
manpower survey and initiation of federal funding for undergraduate
programs that the upsurge in autonomous departments of social work
began.
Table 2 provides a more detailed breakdown of the changes in administrative auspices of professionally sanctioned programs between 1971
and 1976. The marginal frequencies in Table 2 clearly shows that
autonomous departments of social work are more likely to be accredited
In 1971 the 28 departments
than any other administrative arrangement.
for about 18 percent and the 63 sociology
of social work accounted
departments accounted for about 40 percent of all sanctioned programs;
by 1976 the figures were almost reversed with social work accounting
for about 33 percent and sociology around 18 percent of all accredited
Tracing the flow of programs is revealing. Of the 28 proprograms.
grams in departments of social work in 1971, 21 were accredited in 1976
Of 63
and remained autonomous and 1 allied with a graduate program.
programs in sociology departments in 1971 only 34 became accredited
and 19 of these moved out of the sociology departments. Nine of those
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moving allied with graduate programs or formed autonomous departments
and 7 more became designated joint departments of "Sociology-Social
Work."
An examination of the programs sanctioned in 1976 which were
not sanctioned in 1971, shows that the largest category is departments
of social work.
This indicates that the trend probably is stronger
Since programs must conform to CSWE guidethan these data convey.
lines prior to applying for accreditation if they are to have any
change of success in being accredited, and since most programs were
initially in sociology, the fact that departments of social work are
accredited in greater frequency implies that programs which change to
an autonomous status have a greater probability of getting accredited.
The data presented here, of course, deal only with CSWE sanctioned
Therefore, it cannot be directly estaprograms, not all programs.
blished that the absolute number of sociology-social work programs is
declining, just that the proportion of sanctioned programs in sociology
Nevertheless, it follows that the stability
departments is declining.
of non-accredited programs varies directly with the significance of
accreditation. If a degree from an accredited program begins to have
significant bearing on the ability of graduate students to obtain emThe
ployment, the pressure for accreditation will be substantial.
movement reflected in Table 2 for just a five year period suggests
that at least at present accreditation is having a significant impact
on program location.
Points of Departmental Conflict
The administrative separation of sociology and social work typically
is precipitated by a variety of conflicts stemming from inherent differences in orientation between professional and liberal arts education. These conflicts reduce the rewards and increase the costs of the
old alliance, and where solutions are not forthcoming it is likely that
conflict will be resolved in the direction of greater administrative
Conflict frequently occurs in one or more of three
specialization.
general areas:
(1) the role of the liberal arts, (2) the autonomy and
visibility of the social work program, and (3) the curriculum.
First, liberal arts departments, including sociology, often work out
accommodations with each other in terms of general requirements. These
accommodations usually require that other disciplines determine for
themselves what knowledge a student should receive. As CSWE guidelines emphasize education for beginning professional practice, the
value and function of liberal arts for social work has changed corA very mechanical model of education emerges in which
respondingly.
liberal arts content is viewed as modular, and the modules can be
The
joined and grouped in any fashion that is desired by the designer.
sociology department may be unable to rearrange general liberal arts
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requirements for social work without causing great conflict. However,
these conflicts might be avoided by creating a new department so that
the conflict is resolved at the dean's level of administration.
Second, a number of issues have arisen with respect to attempts at increasing the autonomy and visibility of social work programs. These
include matters such as name changes; catalog formats; degree or transcript designations; hiring, promotion, and tenure criteria; administrative lines of authority; and criteria for allocation of resources.
Some of these matters involve largely symbolic issues with few real
organizational consequences (e.g., separate listing of social work
courses in the catalog); others involve real distributions of power and
resources which evoke conflict (e.g., granting administrative autonomy
to the program director). When a series of such issues are raised
which broaden the area of separate interests and narrow the area of
mutual interests, the cohesiveness of the alliance declines appreciably.
Third, one of the most critical issues which arises is curricular organization. The requirements for a baccalaureate degree involve a
fixed number of credit hours. Since there is little room for expansion, any increase in requirements produces a corresponding reduction
of requirements or electives elsewhere. Professional education involves an increase in the number of social work courses, the number of
required courses, and the number of prerequisites. Even with good
faith efforts it is difficult to design a curriculum so that students
are able to move between sociology and social work or so that some
common core of courses exists for both sociology and social work
students. Unless some such arrangements can be negotiated sociology
courses essentially become elective courses, which creates a relationship which can as easily be worked out between separate departments.
Summary
The undergraduate sociology-social work alliance was stable for several
decades despite considerable ambivalence about the relationship on
both sides. The organizational structure and priorities of higher
education and the social work profession combined to make the alliance
advantageous to sociology and social work. The roots of change in that
traditional relationship also are to be found in organizational dynamics rather than ideological differences.
It has been the attempt to introduce professionalism into undergraduate social work education which has led to conflict between sociology
and social work, and the trend toward administrative separation of the
traditionally allied disciplines. The specific conflicts discussed in
this paper are only some examples of many which may or may not surface
at particular institutions, and, in general, they are merely symptoma-
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tic of organizational and political changes occurring at an extramural
level. Frequently the structural nature of the conflict is not readily
apparent either to the participants or to outside observers because
intramural disagreements are viewed as personality disputes or administrative procedures change without visible organizational change.
What the future holds for the sociology-social work relationship depends a great deal on how much success the professionalization of
social work achieves. The greater that success, the fewer joint departments are likely to survive. The success of professionalism, in
turn, itself clearly depends on the continuation of training grant
funds and the profession's ability to control social welfare occupations. Both issues would have to be resolved favorably in order to
firmly establish social work's authority as a profession. At present
there is still too little convincing evidence to predict confidently
the nature of the resolution which will occur.
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PROFESSIONALISM AND SOCIAL WORK EDUCATION:
SUBSTANCE AND STRUCTURE
Leslie Leighninger
School of Social Welfare
University of California, Berkeley

ABSTRACT
This paper looks at effects of the quest for "professional identity" upon
social work education and practice. Professionalization in social work
is seen as consisting of two major components: concern with producing
effective service for clients and concern with gaining autonomy. The
impact of these two goals, and the tension between them, is discussed in
relation to social work knowledge-base expansion in the 1950's, and
developments in the history of undergraduate social work education.

Achievement of full professional status--to social workers this has often
appeared to be the ultimate in occupational goals. Much of social work's
educational and organizational history can best be understood in light of
attempts at professionalization (Lubove, 1969; Woodroofe, 1968). Yet
professionalism is a two-edged sword, bearing potential not only for increased responsibility to the public but also for increased rigidity
and monopolistic patterns of service. In their relationships with
physicians and others, social workers have recognized this duality, on
the one hand envying the physician's autonomy, but on the other criticizing the tendency to limit effective medical treatment to particular
socio-economic groups. Social workers need to turn this critical approach
to analyzing their own patterns of professionalism. The following paper
looks at several developments in social work education and knowledgebuilding and interprets these in the context of an increasing move toward
professionalism, a move stressing both autonomy and service to clients.
A major question underlying this work concerns the extent to which
emphasis on professional autonomy and control may undercut responsible
delivery of services.
Any discussion of professionalism and social work raises a number of
serious questions. Predominant among these is the perennial query:
"Is social work a profession?" and its corollary, "Can social work ever
becone one?" Conflicting assessments of the field's status have poured
forth since Abraham Flexner's famous negative judgment in 1915. In
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recent years, social work has been called a semi-profession (CarrSaunders, 1936; Etzioni, 1969, xiii-xvi; Toren, 1972, 37-48), a middlelevel profession (Marshall, 1965), and an emerging profession (Hughes,
1973).
Some have granted it full professional standing (Greenwood, 1957;
Meyer, 1959). For those who hesitate to call social work a full-fledged
profession at present, the question of whether and how the field can
achieve that status remains an open one. Students of professionalism as
a general movement continue to question the limits of the phenomenon
(Wilensky, 1964; Goode, 1969).
Some scholars view with skepticism the
attempt by social work and other groups to achieve professionalism
through careful following of prescribed steps, such as those implied in
Greenwood's list of attributes of a profession (Greenwood, 1957; Goode,
1969). 1 Amitai Etzioni writes that pursual of the professional title is
an unrealistic goal for social work. Lacking extensive training, full
autonomy, and a highly specialized body of knowledge, social workers, he
argues, would do well to maintain the middle ground of semi-professional
status (1969, vi-xvi).
Judgments about social work's position on the professional ladder proceed on the assumption that the concept of professionalism has been uniformly defined and verified. Such, of course, is not the case. The
literature abounds with different visions of the nature of the beast.
Descriptions of the "essential attributes of a profession" read like
recipes for an authentic chili, with each cook compiling his or her own
list of ingredients. The lists may overlap, yet each has some "special
touch" to add uniqueness (see discussion in Moore, 1970, 4-22; also
Schein, 1972, 8-9). While it becomes tempting to abandon the concept
altogether, we agree with Moore and Etzioni that a shared belief in the
existence of something called "professionalism" continues to affect the
behavior of occupational groups. As Etzioni notes, "although the
borderlines are not sharply delineated, the parties involved are not
prevented from recognizing those who are manifestly . . . on one side
or another (1969, vii)."
Certainly social work has had a long history of concern over which side
the group is on. A rhetoric of professionalism has surfaced repeatedly
in social work writings, and the title "professional," while sometimes
a vague one, has nevertheless symbolized power and excellence. 2 Because
social work has itself made continual reference to the phenomenon of
professionalism, it makes sense to look to the concept in interpreting
various social work actions. We can try to ascertain whether certain
social work activities arise out of a quest for a "professional
identity" and we can begin to explore the meaning of that quest for
social work education and practice.
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We are faced, then, with the need to create a working definition of the
concept "professional." This paper will focus not so much on professionalism, a static state, as on the process of professionalization, or
movement toward an ideal goal. Unfortunately, little empirical work
exists to delineate precisely what social workers see as the essential
elements of the goal. 3 We must therefore rely largely on inferences
regarding the characteristics of the goal based on analyses of social
work literature and action.
Drawing on the work of Eliot Friedson (1971) and Jeffrey Berlant (1975),
and building on knowledge of the nature and development of the field of
social work, we will stress two major factors in the search for professionalism: (1) Concern with gaining autonomy, or control over the content, definition, and practice of one's work and (2) Concern with producing a high level of objective and dedicated service to clients. The
appropriateness of these concepts as major elements in social work professionalization may be guaged, in part, through their usefulness in
interpreting specific trends in social work educational and organizational
growth. But final definitive statements as to whether social workers
view autonomy and service as the key factors in professionalism, and
whether they have pursued these goals for the sake of becoming more
professional, shall remain dependent upon further research. For the
present, the use of these two concepts constitutes a working hypothesis
about the key factors in the professional development of social work.
Before proceeding, further specification of the concepts of "autonomy"
and "service" will be helpful. Friedson has described the basic principle
in professionalism as the professional's authority over his own work.
"Professionalization," Friedson writes:
might be defined as a process by which an organized occupation, usually . . . by virtue of making a claim to special
esoteric competence and to concern for the quality of its
work and its benefits to society, obtains the exclusive right
to perform a particular kind of work, control training for
and access to it, and control the right of determining
and evaluating the way the work is performed (1971, 22;
see also Toren, 1972, 65).
This emphasis on a profession's collective control over the nature of
and access to its work has a parallel in the stress on the authority of
the individual professional, as described by Greenwood and others (1957,
429-30). A frequent expression of this individualized aspect of professional autonomy can be found in the literature on social workers'
roles in bureaucratic work settings (see, e.g., Vinter, 1959; Engel

and Hall, 1971). Some basis for the claim that acquisition of autonomy
on an individual and collective level plays an important role in social
workers' professional self-image can be found in Clearfield's report
(1977) on a study of NASW members, which found attitudes toward professional autonomy to be a crucial element in shaping professional selfimages.
In his analysis of the medical profession, Berlant carries the autonomy
concept one step further, seeing the basic aim of professional organization, in medicine at least, as the creation of an outright monopoly over
practice (1975, 3-5). Yet this image of the nature of professionalization, though powerful, seems rather one-sided, positing as it does a
single motivation--desire for control--to account for a variety of behaviors. In order to help explain why individuals seek professional
careers, why they remain in them despite various demands on time and
energy, and why society as a whole affords prestige to professionals,
we need to turn to additional elements in the concept of professionalism,
particularly adherence to a service ethic.
Weber's idea of profession as "calling" serves as one explanation of why
professions have been granted a status unique from that of other occupational groups. One might question whether this dedication to service
derives simply from the personal make-up of individual actors, or whether
such "dedication" exists as a collective rationalization for seeking
power. Yet the familiar descriptions of social work as a "value-identified endeavor" based on beliefs in democracy and the dignity of mankind
suggest the existence of a formalized collective commitment to the concept of service (see, e.g., Konopka, 1963; Rapoport, 1960; Bartlett,
1970). In his history of social work professionalization, Roy Lubove
notes:
The ideal of disinterested service was probably the most
powerful self-image and symbol in the culture of social
work, serving as an important ego support to compensate
for the low pay and prestige (1969, 122).
In support of this idea, one study of social work practitioners and
students found that respondents tended to rank social work high in terms
of ability to help people and to identify their work situation in terms
of service (Bucklew and Parenton, 1962).
Strivings toward goals of responsible service and increased control
over practice thus constitute, it can be argued, the chief components
in the professionalization process of social work. Such strivings,
however, often conflict with one another in practice. Attempts at
controlling access to social work practice can decrease the quality of
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effective service, as the paraprofessional movement argued in the 1960's.
On the other hand, for example, an endeavor to improve service through
interdisciplinary team work can undercut a profession's control over an
exclusive area of service. In fact, such conflict seems to lie at the
very heart of the professionalization process. The presence of these
contradictory goals helps explain some of the difficulty in the definitional exercise. What appear to be conflicting descriptions of professionalism may simply be portrayals of different sides of a complex whole.
Our model of professionalization, then, presents a basic tension, with
some elements leading toward efforts at tight professional control of
practice, and others conveying concern with the appropriateness and
effectiveness of service. Using this model, we will look at social work's
involvement in the professionalization process in two key areas:
(1) the
development of an exclusive knowledge base and (2) control over access
to practice through the process of professional education. We will concentrate on selected case histories in each area, looking first at the
expansion of the social work knowledge base in the 'SO's and second, at
shifts in policy regarding undergraduate social work education from the
'40's to the present.
Attempts to Expand the Knowledge Base:
in the 1950's

Social Work and Social Science

Social work approaches to the development of its knowledge base can be
analyzed in terms of a quest for professional autonomy as well as a concern for increasing the effectiveness of practice. Examples can be
found which illustrate the field's attempts to achieve control over an
exclusive body of knowledge. As we will see, even when building on the
social sciences and liberal arts, social workers have sometimes been
reluctant to acknowledge their debt and quick to cast themselves as
sole arbiters of the appropriateness of particular theories. At the
same time, however, it is clear that social work has engaged in a search
for deeper understanding of human behavior and social conditions in part
to provide more effective help to people in difficult situations. Both
goals--increased autonomy and more effective service--seem necessary
components in understanding social work's attempt in the 1950's to
expand the knowledge base through inclusion of insights from the social
sciences.
The social work/social science relationship has fluctuated a good deal
over the years. A period of mutual involvement at the turn of the century gave way to a rift between the two in the following decades. A
brief rapproachment flowered in the late 1920's, characterized largely
by attempts at sharing in the research process. This tentative
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relationship dissolved again in the '30's, and social work interest in
the work of social scientists lay dormant until the early 1950's. 4 From
the 1920's on, social workers drew heavily upon psychology, particularly
the Freudian school, in formulating their knowledge base and practice
skills. Stress on individual pathology waned somewhat during the Depression years, but reappeared in force in the 1940's (Pankin, Leighninger,
and Leighninger, 1973; Lubove, 1969, 55-156).
In the 1950's, however, social workers turned once again to the theories
of social scientists--particularly anthropologists and sociologists--for
insights helpful to practice. This renewed interest in the social
sciences emerged in a variety of ways. Articles discussing applications
of social science knowledge to practice began to appear regularly in
the social work journals, along with pieces on the most desirable shape
of the scholar-practitioner relationship (see, e.g., Maas, 1950; Coyle,
1952; Pollak, 1953; Greenwood, 1955).
The graduate schools of social
work at Columbia, Case Western Reserve, and Michigan launched major curriculum and research projects exploring the usefulness of social science
theory and research findings to social work education. These projects
were financed by the Russell Sage Foundation, which had recently expressed a renewed commitment to supporting work on the applications of
social science knowledge to the field of social welfare (Russell Sage
Annual Report, 1947-48, 1-19, 1952-53, 42, 1953-54, 20-22; Coyle, 1958,
Foreword). Finally, interest in a more scientific social work research
materialized in the 1950's, finding organizational expression in the
formation of the Social Science Research Group in 1949. Whereas earlier
social work research had concerned itself primarily with descriptive
treatment of agency programs, the new thrust stressed analyses of social
work treatment techniques and outcomes, based on the methodological
tools of the social sciences (Greenwood, 1957; Social Work Research
Group, 1955).
What factors lay behind this enthusiasm for the social sciences? The
answer seems to relate to a large part to social work's ongoing concern
with the professionalization of its calling. This concern seemed
especially pertinent in the post War years. Social work had by then
achieved some consensus on goals and on the methodologies for pursuing
them. The Milford Conference of 1929 had helped define a common,
generic base to case work practice. Development of two-year graduate
programs based on an increasingly standardized curriculum further
attested to developing cohesion in the field. The New Deal and World
War II had promoted greater public acceptance of social welfare programs as a part of national and local governmental policy. Expanded
social services on both the public and private levels promised increased
employment opportunities for returning World War II veterans, and
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social work graduate enrollments began an upswing in the late '40's and
early 50's.
Social work had achieved a measure of stability which enabled it to
turn more purposefully to occupational identity-building after the war
(Perlman, 1949). The years 1948-1960 witnessed a series of milestones
in professional growth: formation of the NASW in 1955; merger of two
accrediting bodies into a single organization, the CSWE, in 1952; recognition of the sub-specialities of community organization, group work, and
research as legitimate segments of social work practice; and creation of
a number of doctoral programs. Reflecting back on this period in 1959,
Helen Harris Perlman noted "the accelerated push in the past decade to
find social work's specific identity and to shape its educational content to that identity" (409-11). This professional identity was to be
posited upon both a continued commitment to service in the area of human
relationships and a socially-sanctioned right to deliver that service.
Use of social science knowledge was to appear to social workers of the
1950's as particularly helpful in both areas.
Arguments regarding the service ideal emerged frequently in the discussion of the merits of a social science theoretical framework for social
work practice. A number of social work writers and educators expressed
increasing dissatisfaction with what they saw as social work's longterm infatuation with the tenets of psychiatry. These writers saw the
"social science approach" as a chance to channel both problem formulation and resultant practice away from a stress on individual pathology
and towards recognition of the broader social constructs affecting
individual behavior (Kadushin, 1959; Towle, 1955).
The shape of this more effective social work practice, informed by social
science insights, was conceptualized along two different lines. One
trend of thought emphasized a broadening of the ways in which social
workers defined client problems. Speaking for what might be termed an
"expanded diagnosis" approach, social work educators such as Perlman
(1957, 6-7), Gordon Hamilton (1952), and Florence Hollis (1964, 11)
suggested the incorporation of social science materials into a larger
view of the client-in-his-situation. Charlotte Towle noted the "distortion of social work practice" which resulted from absorption in a
psychiatric orientation, and pointed approvingly to the more comprehensive point of view afforded by a renewed look at the social sciences
(1955). Clients could be seen, for example, in terms of their social
roles and cultural backgrounds, as well as early family relationships
(Perlman, 1965; Fenlason, 1950: CSWE, 1955). Addition of the knowledge
of sociologist, anthropologist, and other social scientists would thus
provide a needed antidote to a two-narrow stress on individual pathology.
Presumably, this broader definition of problems would lead to more
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appropriate service to clients.
A second approach, more fully articulated in the 1960's, but emerging in
the preceeding decade, stressed social action and evaluation of social
welfare programs as legitimate professional roles. Bisno's much quoted
essay, "How Social Will Social Work Be?" appeared in 1956, while other
writers, including Eveline Burns and Joseph W. Eaton, reiterated the
theme of a renewed concern for social work involvement in the development
of social policy (Burns, 1958; Eaton, 1956). Social science findings
relating to power, social stratification, community development, and
social change were seen to constitute important sources of knowledge for
the development of these social action and social policy approaches (Hartford, 1958; Wootton, 1959). Educators called for increased social
science content in the community organization sequence, and proponents
of social action approaches saw such action as grounded in the "theoretical formulations drawn from the basic sciences concerning the nature of
social change" (CSWE, 1961; Beck, 1959, 213; Ohlin, 1958; Kogan, 1960,
65).
Social science insights, then, could contribute to improved service, both
by fostering more comprehensive problem diagnosis and by strengthening
attempts to engage in social action and social policy activities. As
Perlman wrote, "we reach out avidly /To social science-, eager to know
better in order to do better" (1965, 175). Such arguments regarding the
importance of social science knowledge for improved service to clients
were expressed openly at social work conferences and in the professional
literature in the '50's. On a more subtle level, arguments were also
being made regarding the role of social science knowledge in contributing
to the increased autonomy and status of the profession. As Greenwood
(1957), Meyer (1959), and others explained, social work could not become
fully professional until it had developed a specialized base of knowledge. A major contribution of social science in this respect lay in its
ability to lend the aura of science to the collective wisdom of social
work practitioners. As Arlien Johnson told the National Conference of
Social Work in her 1947 Presidential Address, all professions are
"forced to use the scientific method of analysis and thought . . ." (308).
This perception of the importance of a scientific orientation to social
work professionalization was later summarized by Meyer:
Social work is not entirely at liberty to choose whether
it will base its claim to professional standing on a body
of scientific knowledge. So pervasive is public insistence on science that social work will almost surely
have to support its claim to a body of fundamental knowledge by appeal to science (1959, 328-9).
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The idea that adoption of social science approaches would be particularly
helpful in producing the knowledge base requisite to full professional
status reflected prevailing belief in the empiricist, natural sciences
model as the basis for theory-building in the academic and professional
worlds. For social workers, "being scientific" had at one time meant
systematic organization of the charity process, and at a later date,
adherence to the Freudian version of a science of human behavior. By
the post-war era, the increasing sophistication and visibility of the
empirically-based social sciences offered a new model for scientific
excellence, and new criteria by which to measure the quality of social
work's knowledge for practice (Hinkle and Hinkle, 1954; Germain, 1970;
Eaton, 1959).
The growth of interest in strengthening the research component in social
work constituted a major thread in this push for scientific knowledge
base expansion in the '50's. Such a research component was conceived
along the lines of a social science model of fact-finding and theorybuilding. In discussions with each other regarding promotion of such
research, members of the Social Work Research Group emphasized the need
to employ social science methodologies in problem formulation, data
collection, and analysis (SWRG, 1955; Hoffman, 1956). Yet the discussion of social work research reveals another trend in the thinking
about the social science/social work relationship--a strong emphasis on
the social work initiative in utilization of social science tools and
findings. Social workers were to play the dominant role in the borrowing of concepts and methodologies, rather than acting as passive recepients of knowledge developed by others (Lourer, 1955).
As an expression of such concerns about intellectual autonomy, the
Social Work Research Group stressed the importance of establishing a
research program which would concentrate specifically on social welfare
problems, the needs of social work agencies, and the effectiveness of
social work treatment skills (SWRG, 1955, 3; Klein, 1951). The Research Group's members periodically regretted the field's need "at
present" to rely on the methodologies of the social sciences, and even
"to borrow . . . its personnel" (SWRG, 1955, 12).
In an article on
social work research and scholarship, Isaac Hoffman (1956) acknowledged
social science as a "possible source" for social work knowledge, but a
source which must be "critically examined." As the Social Work Research
Group Report of 1951 exclaimed, the question
"Is there anything unique, unborrowed in social work?"
has been raised in our group and some seemed stumped
for an answer, although others contend that in our
practice and processes there are unique elements and
it is a problem for research to pull them out (12).
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This statement succinctly expresses the social work dilemma vis a vis
the social science disciplines: how can an applied field broaden its
scientific base of practice through integration of knowledge from other
groups, while at the same time maintaining its own identity? How does
one put forth a claim for professionalism based on a more sophisticated,
yet shared, rather than exclusive, fund of knowledge?
Social work educators raised similar questions in their study of how best
to utilize the social sciences in building the professional curriculum.
In a comprehensive CSWE-sponsored report on such curriculum expansion,
Grace Coyle (1958) underscored the issues of relevance and exclusiveness in knowledge-base development. Applied fields face special difficulty in selecting knowledge for practice; Coyle felt they must either
choose among theories already partially digested and transformed by
other applied groups, such as psychiatry, or they must turn to the
original sources of theory and knowledge, the academic disciplines,
and effect their own transformations. Coyle's rejection of the first
approach stemmed in part from a desire to create a more independent
stance for social work, lessening its reliance on psychiatry.5 But in
choosing the second task, Coyle expressed a number of concerns regarding the knowledge-borrowing process, including the "fundamental" question of who should teach social science concepts in schools of social
work. Devoting a whole chapter to the matter of coordination and presentation of knowledge, Coyle concluded that social work educators
should take major responsibility for dealing with social science material,
either teaching such content themselves, or at least coordinating and
directing its presentation by others (50-58).
Emphasis on control of the selection and integration process was clearly
expressed by others in social work education circles. A workshop report at the 1952 meeting of the American Association of Schools of
Social Work, for example, discussed the use of content from other disciplines, and concluded that social work alone should be responsible for
the integration of outside material into its educational programs
(AASSW, 1952, 14-15). Planners of the doctoral programs in social work
education reflected similar concerns, with Towle stressing the advanced
learner's need for "identification with mentors in his profession" as a
reason why social workers should teach social science material on the
doctoral level (CSWE, 1953, 26-32). The idea of social work's responsibility for choosing social science concepts and shaping them to the
field's own purpose gradually became institutionalized in the designation of "human growth and behavior" as a required graduate curriculum
area, in which courses were to be coordinated, and generally taught, by
social work faculty (Hollis and Taylor, 1951, 239-47; Kendall, 1955,
24-26; Boehm, 1959, 1:4-13, VI:34).
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Social work, then, was to assume an active role in the choice and
utilization of social science concepts. Using a telling analogy, Meyer
wrote
Like medicine, social work will have to ask its own questions of the social sciences, and it will have to choose
what is appropriate knowledge from the viewpoint of its
own professional objectives (1959, 329).6
Stress on"relevance," "appropriateness," and "coordination" of social
science knowledge for practice were on one level reasonable expressions
of concern regarding the utility of such knowledge. Yet proposals for
making social science material more useful through coordination and
translation at times seemed to constitute tactics in a struggle to carve
out an exclusive and esoteric set of facts and theories. The social
sciences offered a needed aura of scientific respectability to a profession in search of a knowledge base. Yet the borrowed knowledge had to
be made "one's own." As Alfred Kahn observed in 1954,
Social work . . . must formulate and test its own knowledge . . . supplementing it with critical use of social
science knowledge, or it must surrender its professional
functions to new and more rigorous disciplines, thereby
abandonning the hopes of obtaining full professional
status for the field (1954, 210-11).
In the process of "making over" the borrowed knowledge, however, distortions could occur. Stress on "the scientific approach" as the key
to professional respectability could lead to emphasis on the outward
trappings rather than inner substance of social science material. As
Robert Vinter noted,
We often seem to use new words to convey old meanings,
giving us only a veneer of "scientism" . . . Much of
the value of these concepts is lost because of our preference for the connotative rather than the denotative meanings of the terms employed (1962, 12).
Similar difficulties could arise when social workers translated their
concern for maintenance of the profession's autonomy into attempts at
control over presentation and use of social science material and
methodology in the classroom and research settings. Social work
educators often lacked the background for in-depth presentation of
social science knowledge (Coyle, 1958, 50-58). Moreover, since the
full implications and underlying assumptions of various social science

-193-

theories were not always understood, social workers ran the risk of sim7
plistic and superficial attempts at theory application.
How then could a practice field like social work build a meaningful
knowledge base which allowed it to lay some claim to a particular expertise? The answer becomes easier if one worries less about the need for
exclusivity of knowledge and concentrates more on developing knowledge
for service to clients. The latter motivation seems to emerge in the
argument, occasionally heard in the late '40's and the '50's, that
social work has the responsibility "to test social science knowledge to
see how well it applies in everyday life" (Johnson, 1947, 300). Active
testing, monitored application, and subsequent modification of social
science constructs thus provide an alternative model of professional
knowledge-building, one with a clearer claim to concern for adequate
service.
Tension between service and autonomy was of course not resolved during
social work's knowledge-building efforts in the 1950's. Recognition
of the importance of the two motivations seems, however, a necessary
component in understanding social work's renewed interest in the social
sciences. Similarly, these two facets in professionalization help to
explain developments in undergraduate social work education. Such developments are best viewed within the broader context of social work's
increasing attempts at professional gate-keeping, or control of occupational access.
Undergraduate Education:

Control of Access to the Field

Access to the practice of social work has long constituted a sticky
problem for the field. Having developed initially on a volunteer basis,
social work continues to espouse such non-technical skills as warmth
and understanding as part of the practitioner's repertoire. Due in part
to its tradition, in part to the nature of its job, social work has not
yet won public acceptance of the necessity of specialized training for
its particular tasks. Throughout its development, social work has been
characterized by a division between "trained" and "untrained" workers.
The practice of labelling by work setting has resulted in use of the
same title,"social worker," for the general Liberal Arts B.A. recepient
working in a public welfare department as for the MSW practitioner in a
family service agency.
A major thrust of professionalization, then, has been the effort to distinguish the "social work professional" from the "untrained" employee
of a social welfare program. While attempts at definition and labelling
of the professional social worker have most generally characterized
this process, social work has moved in recent years toward a more active
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program of controlling access to practice. This movement, with its
interest both in service and increased autonomy, has helped shape the
development of undergraduate education for social work, as we will see
in the following analysis.
The status of undergraduate education for social work has varied widely
over the years. B.A. level training has been seen not only as general
educational enrichment, but also as "pre-professional" preparation for
graduate school and as professional training for practice. The history
of the organized profession's relationship to undergraduate programs and
courses dealing with social work content presents an interesting picture
of attempts at identity-building and boundary-setting. In addition,
this history illustrates the influence of external forces, such as the
job market, on the creation of professional identity.
Although professional training on the graduate level has until recently
been the general rule in social work education, undergraduate social
work courses have been around since at least the 1930's (Spencer, 1949,
176). Through the '30's and early '40's, however, official accrediting
policy, as enforced by the American Association of Schools of Social
Work, was based on the assumption that only graduate education could
qualify as professional education. In 1942, a challenge arose to this
policy with the formation of the National Association of Schools of Social
Administration. NASSA membership consisted primarily of representatives
from institutions in the South, Midwest, and West, particularly from
state land grant colleges, where undergraduate social work programs had
been formed largely to meet growing personnel needs in the public social
services (Tascher, 1949, 3-10; Spencer, 1949).
The NASSA defended undergraduate programs as legitimate sources of
preparation for professional practice, and the countered AASSW's refusal
to accredit such programs by initiating an accrediting system of their
own. NASSA programs had developed, at least in part, to answer state
agencies' needs for training for social service workers, and it was
clear in the 1940's, as it is today, that Master's level programs could
not produce enough personnel to fill all social work positions. NASSA
leaders argued that their undergraduate programs were meeting client
and community needs through understanding of public welfare issues at
local, often rural, levels (NASSA, 1948). Thus the dilemma faced by
professional social work, and particularly by the AASSW, lay in meeting
the demands for improved service without undergoing what was sometimes
seen as a "watering down" of the carefully-built image of social workers
as highly trained and specialized individuals.
In this clash between the service ethic and social workers' identity as
skilled professionals, the proponents of higher and more specialized
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levels of training won out. After several years of conflict, NASSA and
AASSW came together in a new federation, the National Council of Social
Work Education, which initiated a major study of all levels of social
work training for the purpose of arriving at a comprehensive educational
policy for social work. The resulting Hollis and Taylor report recommended the recognition of graduate social work education as the sole professional level of training, relegating under raduate programs largely
to the preprofessional realm (1951, 187-202).1 The Council on Social
Work Education, formed out of the National Council in 1952, solidified
this move by limiting formal accreditation to graduate programs. 9 The
existence of undergraduate programs was seen as desirable but not essential to the building of a social work profession. The fact that
graduate education could not hope to fill all needs for social welfare
personnel seemed less important than the development of a more selective,
highly-skilled group which could more easily make a claim for professional autonomy.
The next major social work educational policy statement, the CSWE-sponsored Curriculum Study of 1959, reinforced the decision to view Master's
level training as the major criterion for professional practice. B.A.
level social service workers, whether they had had social work courses
or not, were still viewed as semi-professional. Yet undergraduate programs continued on the scene, and underwent a dramatic upsurge of growth
in the 1960's (Merle, 1967). As in earlier years, at least part of this
growth could be attributed to employment needs in the social welfare
arena. War on Poverty programs had created both the demand for more
human service workers and the rhetoric to justify employment of non- or
paraprofessionals. Social welfare administrators and planners, and the
paraprofessionals themselves, called for an educational credentialing
system which would recognize experienced workers who lacked formal
training for their jobs. This movement helped create a climate favorable
not only to creation of AA Human Service degrees, but to expansion of
B.A. social work programs as well. In general, the market conditions
for B.A. level social workers were good. Since the number of MSWs continued to fall short of manpower needs, B.A. social work programs multiplied to fill the gap.
Social work educational policy makers thus faced somewhat the same
dilemma in the '60's as did their predecessors in the 1940's. B.A.
programs exhibited high levels of growth and visibility, and expanded
public services called for increased personnel. This time however, a
new and different task was undertaken--a conscious effort to reach down
and "professionalize" the baccalaureate level of social work practice,
rather than ignore it. Our explanations of the forces behind this
approach must be speculative since comprehensive data on internal policy
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making in the CSWE and on the influence of specific social work educators
and the NASW is lacking. No doubt the general political climate of the
late 1960's, as well as the attacks on social work professionalization
emerging from within the field, both played a part in persuading professional leaders to abandon the policy of exclusivity in credentialing
social workers (Richan and Mendelsohn, 1973; Specht, 1972). Given the
atmosphere of the '60's, and social workers' commitment to service, it
had become harder to explain away the argument that since the majority
of social work jobs were being performed by non-MSWs, the profession had
an obligation to provide training for adequate performance at this level
of practice. 10 Professional education for B.A. workers would signify
concrete commitment to improving social service delivery in the public
sector.11
As an initial step in recognizing the legitimacy of undergraduate social
work preparation for practice, the CSWE initiated undergraduate program
approval in 1971, for programs declaring "preparation for practice" as
their primary educational goal (CSWE Guidelines, 1967). Three years
later, the CSWE approval system had blossomed into a full accreditation
program, accompanied by the important NASW decision to admit B.A.
graduates from CSWE-accredited programs to associate membership (Gurin
and Williams, 1973). Thus twenty years after the Hollis and Taylor
report, the profession had reversed itself on the issue of defining the
beginning level of professional practice.
At first glance, this reversal in policy appears to signify the importance of the service ethic and a more flexible attitude toward credentialing as crucial factors in the change. Upon closer look, however, one
finds an abundance of evidence of the workings of the counter pressure
for increased professional autonomy and gate-keeping controls. Unlike
the knowledge-building situation in the '50's where service ethic and
autonomy urges seemed more evenly matched, here the desire for professional autonomy seems to have gained the upper hand. Important clues
in this process are the growing stress on the importance of early
student application to undergraduate programs, the emphasis on autonomous
social work departments separate from undergraduate social science
programs, and a CSWE promoted curricular movement away from the liberal
arts and social science base of such programs. The increase in "professional courses" has been paralleled by a weeding out of the more liberal
arts-oriented programs, and by a growing tendency to view undergraduate
social work education as the most desirable background for graduate
social work training (Leighninger and Leighninger, 1978; CSWE House of
Delegates, 1976). These developments have been accompanied by an increased interest in encouraging state civil service systems to restrict
their B.A. level social work jobs to graduates of accredited undergraduate
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training programs (NASW News, March 1977, 4, June, 1977, 9).
All of these moves can be viewed, at least in part, as workings out of
the goal of building professional control. The role of social work education in the professionalization process has, of course, been analyzed
before. Generally, however, this role has been described as that of
socializing agent and inculcator of professional attitudes and values
(see, e.g., Judah, 1976; Hepworth, 1976). Less attention has been paid
to social work education as a means of controlling access to the field.
Here the growing importance and standardization of undergraduate social
work education plays a crucial role. The more successful the field is
in legitimatizing undergraduate education as a major means of entry into
practice and the desirable background for graduate school, the tighter
will be social work's control over access to the profession.
Howard S. Becker has noted that an occupation's movement toward professionalization often includes an increase in the length of time required
for training, the creation of pre-requisite courses needed to enter the
professional school itself, and in general, a pushing back of the age
and point in school at which a person must declare his or her career
intentions (1961, 6). Social work appears to be following this pattern,
with a process of selected admissions to undergraduate programs being
encouraged by CSWE at the college junior level or earlier (Guidelines,
1974, 3),and a growing acceptance of the accredited BSW program's curriculum as base level content required for advanced graduate work,
paralleled by the movement toward advanced standing in MSW programs
for BSW graduates. While restriction of MSW programs to B.A. social work
students was rejected by the CSWE House of Delegates in 1976, that same
body approved a proposal to base admission to the advanced (second
year) portion of an MSW program on mastery of base level educational
content "to be achieved either in an accredited B.A. social work program
or on the graduate level" (CSWE House of Delegates, 3, stress mine).
Advanced standing, a form of preferential treatment, is thus made more
accessible to BSW students than to applicants from the social science
areas, which have traditionally fed into social work graduate programs.
With these changes, the profession seems to be moving toward an increased gate-keeping function, starting as early as the sophomore level
in college, and moving up through the graduate program.
Another avenue of potential for increased professional control lies in
the establishment of independent auspices for social work programs in
the undergraduate institution. In recent years, such programs have
moved steadily out of sociology and other parent departments. Between
1962 and 1976, CSWE-sanctioned programs in social science departments
dropped from 82 to 42 percent; those in autonomous departments of
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social work rose from 5 to 33 percent (Weed and Bromley, 1978). While
no doubt motivated in part by the felt necessity to negotiate for
scarce resources and to achieve academic recognition from the university,
the move toward autonomous departments seems also to reflect desires
for close control over curricular matters and differentiation of social
work education from preparation in the social sciences.
The attempt to distinguish social work from social science and to achieve
close control over the undergraduate professional knowledge base emerges
clearly in BSW curriculum patterns since 1967. At that time CSWE visualized undergraduate social work courses as a small core built on a
liberal arts base, including "in-depth" work in at least one of the social
sciences (Pins, 1968, 14-15).
Present policy and accreditation practices,
however, call for a greatly enlarged core and stress inclusion of material
in the social science-based areas of human behavior and social environment, either taught directly by social work faculty, or "integrated" by
them into the social work curriculum (CSWE Guidelines, 1974). Average
credit hours of required social work courses have steadily increased;
credit hours required in social science courses have decreased (Leighninger and Leighninger, 1978). These changes are indicative of a trend to
move undergraduate social work education away from the liberal arts/social
science base and to refashion it as an autonomous professional training
sequence.
Final evidence of an attempt to incorporate undergraduate social work
education into a system of professional autonomy can be found in the
growing power of the CSWE accreditation system to weed out "undesirable"
programs. In 1975-76, the first year of operation of that system,
26.8% of all previously approved programs were denied accreditation;
for programs new to CSWE the rejection rate was 47% (Social Work Education Reporter, 24:21, May, 1976).
Responding to those social workers
apprehensive about an increase in B.A. programs, following establishment
of the accrediting system, Ralph Dolgoff of the CSWE staff noted the
"natural braking of the more stringent accreditation process which has
already begun" (1975, 13).
It is difficult to ascertain at this point
just what kind of programs are being denied official recognition. Yet
the following statement made informally to the author by a social work
educator knowledgeable in CSWE policy aims may be instructive as to
underlying goals:
"Those three person departments can't last--after
all, you can't have a small law school."
Of course, interest in larger, more autonomous undergraduate social work
programs, with distinct curricula of their own, should not be interpreted only in terms of a thrust toward professional control of social
work practice. Current changes in undergraduate social work education

are supported by arguments that these changes produce a better selection
of students and improvements in program curricula and structure, which
lead to a more effective education for entry level practitioners. This
improved training, it is argued, yields a more competent practice, or
better service to clients.12 In addition to the profession's own internal concern with the service ethic, many external factors influence
the particular development of social work educational programs. Changes
in social welfare provisions, fluctuations in the job market, agency
interests, pressures from minority groups, and forces within the university all help to shape the actual form and content of undergraduate programs. Nevertheless, our analysis suggests that professional urges for
autonomy and control of access to practice have been a major factor in
undergraduate social work educators' concern with selectivity of students,
separation of programs from other disciplines in both a structural and
intellectual sense, and tighter links with graduate education and the jobcredentialing process. Viewed separately, these changes are not necessarily dramatic ones; taken together, they constitute a more striking
pattern best explained in terms of attempts at professional identitybuilding and control.
Conclusion
We have proposed, then, that much of social work's educational and knowledge-building activity can be understood in light of a general movement
toward professionalism. This professionalization has been shaped by
two dominant goals--improved service and greater autonomy--and by the
tension between these goals. In making this argument, we have not intended to deny the importance of external factors in the professionalization process, including public perceptions of the pre-requisites of
professionalism and the influences of the larger system of social welfare. In general, these external factors appear to have been more
salient in the case of undergraduate educational development, where
more is at stake regarding public policy and employment practices,
than in the relatively more remote and theoretical realm of knowledgebuilding for practice. In both knowledge-building and educational
activities, however, responses to external factors have been developed
within a framework of concern for professional identity and commitment
to service. The tension within this framework has important implications for social work practice. In particular, over-emphasis on autonomy
can create the kind of professional monopoly which undercuts flexible
and effective service delivery. One way to lessen this danger is to
continue to analyze and evaluate the conflicting motives underlying
moves toward professionalism, and to scrutinize the results of their
translation into social work education and practice.
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THE ROLE OF CULTURAL ANTHROPOLOGY IN THE EDUCATION OF
SOCIAL SERVICE PERSONNEL1
James W. Green,
School of Social Work
University of Washington

ABSTRACT
Anthropology contributes to the education of social work
students through its emphasis on the role of culture and of
social context in the delivery of social services. Examples
are provided with special emphasis on child abuse and protective services. While anthropology has traditionally been
associated with the study of minorities, its role in the
critique of other social work concerns is suggested.

Anthropologists have generally not looked to social work
for an academic and intellectual ally. However. like social
work, anthropology evolved late in the last century and became institutionally established early in the 1900's. Like
social work, it grew in response to serious public problems,
although they were often the problems of empire in exotic
settings rather than problems of domestic turmoil.
Like
social work, anthropology grew from liberal, humanistic concerns for the integrity of individuals and the character and
quality of their lives. But, whereas, social work undertook
a rehabilitative mission based on case work in situ, anthropology became a descriptive and analytical social "science"
operating out of academic strongholds. For social work and
anthropology, the separation has prevented recognition of common grounds for discussion, planning, teaching, research and
action. As a beginning toward overcoming that separation,
this paper represents one anthropologist's view of how cultural anthropological concepts can contribute to social work
practice not only in minority communities where anthropologists have been2 professionally active but among dominant
groups as well.
While anthropology has often been viewed as a discipline
singularly concerned with the exotic and remote, it is important to note that anthropologists have for years worked in
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industrial, urban settings along with other social scientists.
One of the things that has marked their work as distinctive,
however, is their effort to place data on "complex societies"
into a cross-cultural, pan-human perspective. This concern
with broad theoretical generalizations coupled with anthropology's parallel enthusiasm for the unique and distinctive,
complements the interests of social work in the everyday problems of disadvantaged or handicapped people. In particular,
the discipline's "comparative method" or cross-cultural approach offers a perspective of potential value to social work
education.3
The comparative method is an attempt to describe and account for both uniformity and diversity in human societies,
including our own. To handle the enormous range of data
gathered over nearly a century of work in a variety of cultures, anthropologists have developed a number of concepts
and research techniques which are distinctive to the discipline. Among these are first, the idea that to gain an appreciation of life in a particular society or segment of it,
the investigator must learn to see the world as the members
of a particular society view it; second, that the data suggestive of how people organize their world must be viewed
"wholistically" or within a larger cultural context; and
third, that any single culture is marked by diversity, technologically sophisticated cultures being more diverse internally than bands of nomadic hunters.
Diversity within cultures, sometimes referred to as cultural or social "pluralism," is of considerable significance
in our society and has been a concern of social work.
Pluralism has been described as a "sensitizing concept" which
relates to how social variation is contained within a single
system, how it is permitted or punished, who does the permitting and punishing, and with what effects on all concerned.4 Most urbanized societies are in some sense pluralistic. They may contain social classes, distinctive ethnic
groups, regional subcultures, racial groups and often distinctive religious entities. In addition, there is differential allocation of resources and distribution of power, the
conditions of social inequality. Consequently, we are confronted with the complexity of pluralistic social systems and
the elaborate cultural rules for getting along in them. A
traditional task of anthropology has been to describe and
account for cultural pluralism.
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Language and Behavior
Considering the first of the three distinctively anthropological concepts mentioned above, it is important to recognize that the discipline has traditionally concerned itself
with what is basically "the native's point of view," be the
native an Australian Aborigine or a corporate executive. This
is a major methodological concern aside from its broadly humanistic implications and a bit of jargon has to be introduced to deal with it. Anthropologists speak of "emic" descriptions of behavior, the term coming from the word
"phoneme." A phoneme is the minimal distinguishable unit of
linguistic meaning for the users of a given language. For instance, to native speakers of English, the "c" of "cake" is
distinguishable from the "c" of "cement," two phonemes or
linguistic acts which no competent speaker of the language
would fail to miss. A foreign speaker, however, might confuse them if he or she had only a textbook knowledge of
English and the mispronounciati n would be regarded by native
speakers as a behavioral error?
The assumption here is that rules governing behavior
are
coded in people's heads just as are rules governing
acts of speech. We all "know" the rules of correct behavior
and proper speech whether we can specify them or not. The
encoding begins at birth with the child learning to both act
and speak in ways which are "grammatically" correct for the
culture. Just as each language has its grammar and phonemes
drawn from the infinite variety of possible combinations of
speech acts, so each culture is composed of a distinctive
"grammar" of behavioral acts which are meaningful and appropriate. To native actors, grammatically correct or incorrect behavior is as immediately aDparent as is the mispronounceation of a word. Through research and analysis, an
anthropologist attempts to isolate and describe a particular
culture's language and definitions of appropriate behavior.
These represent a set of rules and propositions which
guide behavior, which have moral force to the actors, and
which constitutes their own "theory" of their social relationships. These rules, like the rules of speech, are intuitively known by members of the culture and need not be articulated. In fact, they rarely are and that is one reason
confusion about meaning and intent often results when members of two cultures or distinctive groups come together.
Each interprets the behavior of the other by his or her own
behavioral grammar. This "misinterpretation" is what is commonly known as ethnocentrism.
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When an anthropologist attempts to elicit the behavioral
grammar of the members of another culture, he or she is really
asking: How do these people create and recognize order? What
is reality to them? If a white American Protestant enters
grass hut to watch a religious ceremony conducted in an unknown language, one employing carved sticks with unfamiliar
designs, what could he or she possibly understand about the
meaning of the ceremony to the participants? Virtually
nothing, unless the visitor was familiar with the grammar of
this event and its context within the culture as a whole. To
draw conclusions about it in terms of one's own behavioral
system or culture would be seriously misleading. Similarly,
what does a white American Protestant social worker, fresh
from college classes, understand when he or she confronts for
the first time a client who is an apparent alcoholic, offreservation male Indian with no job and is reported to have
abandoned his family? Because Native Americans have recently become politically active and emphasized elements of
their cultural heritage, the new caseworker may be increasingly sensitive to the importance of conveying respect for the
man's ethnicity. "Oh, you're a Menomini. How interesting!"
But what next? What has social work education trained the
caseworker to look for that might be relevant to this client's
problems?
This type of client presents a number of issues that challenge our hypothetical social worker's knowledge and skill.
Returning to the concept of emics and behavior as grammatically appropriate to a context, what "emically" might be
relevant for any intervention approach? It will mean, among
other things, that treatment for this client will have to
take into account the highly competitive and ritualized
nature of drinking in many Indian communities. The role of
the client within his community will have to be examined including his reputation, his role in any clan and ceremonial
offices he may hold, and the "normality" of his family
arrangements in terms of his community's expectations.
Similarly, the social worker would need to know something
about the migration stream between the client's home community and the urban center to which he came and what migration means to Indian men and their families. Certainly,
the social worker would need to know the details of antiIndian prejudice and discrimination in the local community.
But he or she would also need knowledge and appreciation of
the coping strategies of Indian men in urban centers and
the organization and functioning of the social networks those
men use to survive. Part of that knowledge would include the
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fact that not all Native American groups are culturally the
same and that local inter-tribal conflicts may interfere in a
dozen subtle ways with the success of an intervention plan.
Eliciting from the client his understanding of a proposed
treatment plan and his understanding of how it may modify his
habits and values in all these spheres of activity would be
crucial in assessing the likelihood of compliance with an
intervention strategy. To do all that may be time consuming
for the new social worker; however, such an investment is
necessary in order to deliver the kind of service that makes
a difference to the recipient and his community.
The Wholistic Perspective
The example of the Native American client suggests the
second element of the anthropological point of view. However
detailed a description of a culture an anthropologist might
prepare, the purpose of the endeavor is an understanding of
the culture in its entirety. This is sometimes called the
"wholistic" perspective, the view that cultures are whole
systems and the parts of these interrelate, often in subtle
and unexpected ways. The integrity of cultural systems was
graphically suggested to anthropologist Ruth Benedict by a
Pueblo Indian who had seen his own world fall apart through
contact with the technologically stronger white society of
the American frontier. He explained that all cultures were
like cups of clay with which to drink a way of life. Each
group of people had its cup and it was different from all
others. But the 6 cup of his culture, its wholeness, was
broken and gone.
More recently, that issue has become overtly political
with the appearance of pan-Indian organizations and the discovery by many Black Americans of pride in their African ancestry. Indeed, ethnicity is an issue which has never gone
away despite white folkbeliefs about the "melting pot"
character of the larger society and the casual assumption that
assimilation to the American "mainstream" of institutions and
values would solve the problems of stigmatized groups and socalled deviant individuals. But the wholistic perspective
in anthropology is more than a principled humanism calling
for appreciation of ethnic distinctiveness. To demonstrate
this, and to show that anthropologists deal with groups other
than so-called "ethnic" populations, it is useful to consider
an instance where an anthropologist successfully used the
wholistic principle in a community situation familiar to
social workers.
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In a study of Seattle skid roaders, James Spradley began with an emic perspective to get a picture of what his respondents regarded as the most significant elements in their
environment.y As might be expected, drinking was certainly
one of those elements. But alcoholism was not a major problem
in the eyes of most members of the community. Rather, what
concerned them was their relationship with the police. Arrest for public drunkenness was common and seemingly capricious. It led to a series of legal entanglements in which
civil liberties were often compromised. Far more important
to Spradley's respondents than alcoholism was their loss of
mobility due to arrest and incarceration. Survival in the
skid road community depends on skill in dealing with police,
jail personnel, employers, social workers and weather conditions. These skills exist to preserve mobility. Mobility
was so important in the individual's social identity and life
style that for many the traveling was more important than the
destination. While some men are driven to skid road by what
they and others perceive as personal failure, many are attracted there by the kind of "brotherhood of strangers" that
is available to anyone who is marginal to the larger society.
Being "marginal" may involve many things: lack of education
or skills, poverty, or racial stigma. But it may also include dislike of long-term or uninteresting jobs, attraction
to other than mainstream values, even personal distaste for
mainstream institutions such asmarriageand family life.
This discovery called into question the common sense belief
that these men were "failures"; many had rejected society,
not the other way around. The threats to that community
came from the outside, principally from police and the courts
but to a lesser extent from service providers such as mission
agencies and social workers. Spradley was so impressed by
the significance of mobility and alienation from the values
of the larger society rather than alcohol in the lives of
these men that he referred to them as "urban nomads." To him,
the life style of these urban nomads could more effectively
be described and analyzed using the wholistic perspective
of anthropology than, for instance, the "social problems" or
personal deviancy approach. Indeed, recognizing that skid
row men actually enjoyed a complex world of values and associations and that these were a source of comfort and pride
to many of them challenged the conventional community wisdom
and the assumptions underlying social services.
Recognizing this, Spradley was able to promote and finally
secure needed legal and procedural changes for handling
"Public drunks" in Seattle. Using the anthropological
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perspective, the "problems" that this subculture presented
to the larger society were redefined so that more humane
"treatment" could be devised. Relations with the larger community, especially police, and not personal drinking habits,
became the target of corrective activity. The Wholistic perspective calls attention to the fact that all behavior occurs
within groups and that it may be necessary to change the relationships between groups before rehabilitative efforts can
succeed with individuals. Behavior, however deviant, is
often adaptive in some sense and significant reform of a
social problem may have to start with institutions and not
just the presented symptoms of individuals perceived as
problem-bearing clients. In this sense, then, the wholistic
perspective provides an important and necessary complement to
phychotherapeutic approaches to personal problems.
These two examples of anthropology's emic and wholistic
perspective suggest that in pursuing its rehabilitative goals
within a complex, pluralistic society, the social work profession confronts a serious policy issue: in dealing with a
specific group of people, toward what alternative set of conditions should the social service system be directed? In a
culturally heterogeneous community that question is never
easy to answer. The issue is even more difficult where minorities are involved. It is compounded when we consider the
social class and economic backgrounds of social workers, the
rites of passage represented by social work educational programs, and the guiding values of social workers in large
social service agencies. In a sense, the social work profession is itself a distinctive and roughly homogenous
category of individuals, sharing a value system and lifestyle comparable to any other professional group in our society. As such, it could be called a "professional subculture." That subculture, like all subcultures of professionals, has its own history, habits and guiding orientations. It represents one among the variety of professional
service groups in an urbanized society. But social workers
are in the unique position of being able to use their professional value system in order to promote and, in some cases,
demand changes in the lifestyles of individuals who are
socially if not culturally different from themselves and from
others. It is important to assess how the values and procedures of a professional subculture are used both to define the
problems of others and to promote changes where problems are
manifest. A number of important policy issues are involved,
not the least of which is the privileged position of one group
to demand lifestyle changes in another group in a pluralistic
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society. A brief look at a specific case--the problem of
child abuse and neglect--will make clear the role of an anthropological approach in thinking about these issues.
Anthropology and Social Work
Child abuse and neglect would seem to be an unlikely
problem area within which to make anthropological comments on
social work practice. After all, protecting children from neglectful or damaging behavior by adult caretakers ought to be
a straight-forward issue about which little debate would be
necessary. Children either are or are not well treated and
those who are not deserve protection. But if we begin with
an anthropological cross-cultural perspective on a given issue
it will become apparent how that perspective could enhance the
education of social workers. The questions this perspective
raise are: What kinds of variations in childrearing activity
are common to human societies generally? How do these variations relate to child abuse or neglect in our own society?
What conclusions about abusive behavior can be drawn and what
do these mean for intervention and research.
To answer the first question requires a cross-cultural
comparison using data from the mass of human societies or
from some sample of them.8 Generally, the framework for generalization includes societies characterized as nomadic
hunting and gathering bands, primitive agriculturalists and
tribal societies, peasant societies which are appendages of
urbanized systems, and urban (usually industrialized) societies. These have been the categories for understanding
most of human history. Within this range of societies,
virtually all forms of childrearing practices and preferences
can be found from the most secure to the most lenient.
An example of one of the most extreme instances of harsh
childrearing is that reported byTurnbull on the IK, a small
African Group. 9 Food is withheld from children who must forage on their own after age three. Adults aggressively compete
with children for resources: water, shade, sleeping space
and the like. No one would be so foolish as to give preferential treatment to a mere child. At the opposite end of a
continuum of severity in childrearing, many Pacific Island
clutures are noted for their indulgence. Striking a child for
any reason is prohibited and members of the community-at-large
would feel free to intervene should an adult mistreat any
child. In my own research in the West Indies, the attitude
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toward children is an ambivalent one. Both men and women take
pride in a large number of offspring and an individual's reputation in the community is dependent, in part, on having been
a parent many times over. But children can also be untrustworthy companions. They carry gossip (often unintentionally)
between households, are believed to lie and steal regularly,
and make excessive demands on a parent's time and patience.
Children commonly "get licks" from adults with sticks, belts
or whatever is handy and lifelong scars are evident on many
school age children. Due to international migration by adults
for jobs, children are often shifted from household to household in informal foster care arrangements and some, who have
lived on anumber of islands, may not have seen their parents
together in years.
Assuming we had descriptions of childrearing practices
for a large number of societies, descriptions ranging along a
spectrum of child treatment, we could approach that information with hypotheses derived from research about the problems
of childrearing and child abuse in our own society. This
step would involve the second question in an anthropological
approach to the issues, that of how our own society compares
to others. Do we have more or less abuse than others? Are
the effects on children of abusive treatment always the same?
Is abuse always perpetrated by parents who were themselves
abused as children? How are abuses perceived and treated in
other societies with what results?
In going to the cross-cultural record to examine questions
such as these, we are immediately confronted with a number of
problems, problems which ought to alert us to similar difficulties to be faced when examining these questions in our own
society. First, there is no obvious category of behavior
called "child abuse" which will be applicable to all societies. Not only do the norms of childrearing preferences vary
widely, but so do the permitted variations in practice. Societies may be harsh or lenient in their standards but they
are also variable in terms of how rigidly they adhere to those
standards. Lacking a clear definition of abusive behavior, it
becomes difficult to know how widely abuse exists despite the
common assertion that child abuse is as old as human history.
The uncertainty over conceptualizing abusive behavior for
purposes of comparative research, then, is a signal that a
satisfactory definition may also be difficult to find for our
own society. And indeed, that is the case. The definition
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of child abuse remains controversial even after several decades of research. State laws which mandate that child protective social workers find, report and treat abusive parents and abused children are also vague except in the most
extreme instances, those where bodily harm are obvious. The
usual injunction to social workers--that abuse involves acts
of commission while neglect refers to acts of omission--is of
little help. Most caseloads are not made up of the extreme
cases reported in newspapers but rather of "gray area" cases
where the social worker must make a judgment without benefit
of clear standards or definitions.
Second, given the absence of a uniform, dependable definition of child abuse or neglect, how are we to interpret harsh
behavior toward children in our own society or in others? For
instance, is it always the case that harshness is evidence of
parental failure? One of the most widely held and often repeated assumptions in this field is that abusing parents were
themselves abused as children.10 This statement is now almost
a cliche although the research data on which it is based is
often very shakey. Breaking the cycle of abuse, the argument
runs, requires "reparenting" adults so that they do not pass
on this legacy of violence to the next generation. Consequently, "parent effectiveness" programs have been developed
by both public and private agencies, usually at considerable
expense and effort, and these are widely pursued as one important deterent to abuse. But is there any evidence in the
cross-cultural record that abuse is the result of unlearned
or failed parental skills?
The answer is a qualified no. Where harsh treatment of
children occurs, it is usually within highly controlled, often
ritualized contexts. Young male initiates are subincised in
Australia and in the past, Eskimo female babies were sometimes destroyed but these events were always under the close
scrutiny of the community and represented a collective decision. What of the individual Eskimo parent who took action
without community consent? Where this happened, and the data
on it is sparce, the individuals involved had already reduced their ties to the community at large so that community
regulation of violent or deviant behavior was already minimal.
This observation should provide some insight into our understanding of child abuse in our own society.
The evidence that child abusers were themselves abused is
very thin. A recent re-examination of the issue has suggested that "the available data on the generational hypothesis
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do not stand the test of empiricism". 1 1 If that is the case,
is "reparenting" the most useful attack on the issue? The
cross-cultural record would suggest that one's ties to the
community at large are more important regulators of personal
deviancy than are personality attributes or interpersonal
skills acquired intergenerationally. This too is a hypothesis
but it is one strongly suggested in studies of suicide and
of incest. Child abuse is of much more recent interest but
probably is comparable. The idea warrents serious exploration and its implications for rehabilitation efforts are
enormous.
What does this mean for research and teaching? It means
that an examination of the cross-cultural record can alert us
to conceptual difficulties in the "emic" categories used in
our society. "Child abuse" is not an objective referrent
except in the most obvious cases. It also means that when behavior is viewed "wholistically", we cannot rely on psychological categories as full explanations of what is going on.
Nor can we fully depend on programs which are limited to
altering cognitive or affective states in clients. A full
attack on the issue involves research on behavior in context
and development of rehabilitative programs which involve both
the client and context as targets for change. In the child
abuse literature, for instance, there has never been an
adequately controlled, community based study to clearly distinguish abusers from nonabusers. Until that happens, we
will go on repeating the unqualified assertion that abusers
were abused as children and that personality and skills reprogramming will solve the problem. An expanded understanding
of abuse and redesign of treatment efforts must give attention
to the social conditions of families and their relationship to
the community at large as well as to the psychological conditions of abusers.
In stressing the importance of the social context of abuse
and of the "natives" emic view of it, the anthropological approach complements the psychological approach of "reparenting"
programs and the sociological systems change notions related
to such major social institutions as the family or the mass
media. Using the anthropological approach, the following set
of culturally relevant questions about abuse can be suggested:
1. What general cultural assumptions relating to child
12
rearing and child discipline prevail within a community?
The question is not easy to answer since such assumptions will
vary not only between social classes but between regions and
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between ethnic groups. Knowledge of popular childrearing
preferences in a variety of communities is a prerequisite to
drawing any inferences from the facts in a given case. Students and researchers would need to refer to sociological and
anthropological sources for adequate data on communities of
interest.
2. How much variation is permissible by the standards of
the community in question? To be aware of this as a research
or casework issue requires not only identification of a community and its interests in relation to all other communities,
but sensitivity to permitted variance in childrearing practices. Some groups may be much more tolerant of wide variations than others.
3. What is the social role of a suspect adult within the
community? Some effort will be required to assess how a potential client functions in relation to his or her community
and how they are perceived by others. Individual motives
would have to be considered within the context of the individual's social resources including family, friends and institutional affiliations.
4. How does the child perceive his or her role within the
family and the community? A child's perceptions of normality
and of stress may be at considerable variance from the perceptions of parents or service providers. These perceptions
need to be given serious consideration when treatment options
are considered and represents here the ultimate emic issue. An
example of childhood culture research is that of Goodman. 13
Large, contextual questions such as these suggest the
framework within which a culturally sensitive educational program can be developed. Beyond that, however, we need to formulate specific training objectives which would be meaningful
to students about to enter the profession. The objectives
listed here would be useful in a variety of social work education programs in which cultural sensitivity is to be given
some emphasis. A student in training for work with child
abuse clients, for example, ought to be able to do the following:
1. Identify the potential client community, its sociological characteristics and variations, its geographical distribution, and its cultural values as they relate to childrearing and child discipline.
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2. Describe the organization of the relevant social service system and explain why the system is more likely to detect potential child abuse clients in certain segments of the
community.
3. List common perceptions held by child abuse clients
of social service providers.
4. Describe perceptions held by social workers of
client types and identify the sterotypes.
5. Identify approaches to effective intervention in the
client community in a manner consistent with community expectations and standards.
6. Demonstrate communication skills appropriate to those
procedures and in conformity with the cultural standards of
the client community.
7. Devise an evaluation mechanism for identifying those
intervention strategies which lead to a satisfactory resolution of abuse or neglect problems.
It should be specifically noted that this brief and incomplete list of training objectives says nothing about marriage and family counseling, group therapy, behavior modification, psychodrama, parent education or any of the other
treatment techniques variously used in abuse situations.
These "therapeutic modalities" undoubtedly have value for
some clients and are most certainly useful tools. But they do
not answer the question we posed at the beginning of this
paper: toward what ends should social workers direct their
clients? Placing training priorities on specific techniques
without consideration of the cultural characteristics of the
clients who might be the subject of those techniques seems to
be both naive and professionally ethnocentric.14
Conclusion
Anthropologists have developed the emic and wholistic
perspectives in order to control ethnocentrism in research
activity. Ethnocentrism can and ought to be controlled in
service delivery activities as well. This means training
students to appreciate the tremendous impact of cultural and
class variables in rehabilitative work, as well as client's
perceptions of their problems and proposed solutions. It
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also means that service providers learn to self-consciously
articulate the prevailing values of their professional subculture, giving attention to where these may or may not conform to the values of the client community. Without well researched and clearly understood cultural information on client
populations, ethnocentrism must persist, protected and reinforced by the institutions and professional subculture in
which people spend their working lives.
None of us can effectively understand the behavioral
grammar of individuals outside our self-selected groups without making a concerted attempt to do so, an attempt which is
more intellectually and emotionally challenging the more
socially distant another individual is perceived to be. This
is especially true where individuals are attempting to communicate across racial or ethnic boundaries. But it is especially true where social workers deal with clients suspected of harsh if not vicious treatment of children. What
we are proposing here is not cultural relativism. It is
rather the design of services sensitive to the social context
of abuse and the perceptions of the client of that context.
Taking these factors into account is likely to improve the effectiveness of child protective programs as well as social
services generally.
Footnotes
1. The author is Director of the Cultural Awareness Training
Project, Center for Social Welfare Research, School of
Social Work, University of Washington. Opinions expressed are those of the author alone. Appreciation is
expressed to Dr. Michael Austin for encouragement in the
development of this article.
2. Despite the differences, there are important areas of similarity in the development of anthropological and social work
concerns. For instance, during the 1930s and 1940s, both
disciplines showed considerable enthusiasm for Freudian
based explanations of behavior. Margaret Mead, Ruth Benedict,
Abram Kardiner and Geoffrey Gorer all developed psychocultural
analyses intended to link child rearing practices, adult
personality types, and major institutions. So-called national
character studies, particularly of the Russians and Japanese,
were one result. The social work analogue was a focus on
intra-psychic process and the development in clients of latent
personality strengths as a basic therapy style. Psychological
insight became a pre-requisite to problem resolution in clients
just as in anthropology it served to reveal the characteristics
of national cultures. A second area of overlap between the two
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disciplines was the "culture of poverty" concept promoted
in Oscar Lewis' studies of Mexicans and Puerto Ricans.
It was an attractive way to "explain" poverty, even though
the deficiencies of Lewis' concept were almost immediately
apparent to most social scientists. In particular, it
was grist for those inclined to find things to correct in
the life ways of others. In his Culture and Povert
(Chicago: University of Chicago Press, 1968), anthropologist Charles Valentine exposed the limitations of the
"culture of poverty" concept. These included its failure
to take fully into account economic restrictions and political
disabilities imposed by the larger community and their consequences for people within the "culture." Similarly, some
social workers of minority backgrounds have moved beyond
the stereotypes and justifications suggested by the Lewis
model. In particular, see Barbara Solomon's Black Empowerment (New York: Columbia University Press, 1976T.
3. There are a number of good surveys of anthropology. An
important source is John J. Honigmann, Handbook of Social
and Cultural Anthropology (Chicago: Rand McNally) 1973.
Although highly polemic, a major survey of the field will
be found in Marvin Harris, The Rise of Anthropological Theory
(New York: Crowell) 1968. Sol Tax and Leslie G. Freeman,
Horizons of Anthropology (Chicago: Adline, 2nd edition) is
a collection of current articles summarizing each specialty
within the discipline. An older but solid work written in
an engaging style is that of Melville Jacobs, Pattern in
Cultural Anthropology (Homewood, Illinois: Dorsey) 1964.
David Kaplan and Robert Manners, Culture Theory (Englewood
Cliffs: Prentice-Hall) is a sophisticated, compact study
that is demanding but well worth the effort. In addition,
there are a large number of introductory texts that cover the
field. One, Roger M. Keesing, Cultural Anthropology (New York:
Holt, Rinehart and Winston) 1976, is a better than usual
example of the genre in the attention it gives to contemporary
issues.
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groups, and the role of families in planning service policy
and delivery.
-229-

STATEWIDE ACADEMIC PLANNING FOR SOCIAL WORK EDUCATION:
A CASE STUDY
Michael J. Austin
Professor
School of Social Work
University of Washington
ABSTRACT
Statewide and regional educational planning has become a
necessity in the light of budget cutbacks, mal-distribution
of manpower and pressures for accountability. This case
study describes one statewide planning experience and identifies implications for academic outreach, faculty organizing,
faculty leadership development, educational planning, developing
common language between academic and human service agencies,
and projecting manpower needs.
A profession which fails to plan for the future educational needs of its members will suffer from both confusion
and public suspicion. The time has come for social work
education to recognize the need for statewide and regional
planning for the future education of social workers and
related personnel at all levels of the educational continuum
from high school through graduate school. These observations
are based on both national trends and statewide issues affecting
higher education and the demands of our human service delivery
system. We must recognize our involvement as one profession
in a large human service industry.
On the national level, we in the social work profession
must come to grips with the fact that the growth of social
service program will continue at a very slow pace for the
foreseeable future. We are moving from a period of domestic
program expansion of the 1960's to a period of significant
program consolidation in the 1970's and 1980's. This era of
consolidation can either mean an improvement of existing
services or it can mean a radical curtailment of services
through social program extermination.
The future of both social services and social work education rests in the hands of the Congress of the United
States as well as the state legislatures around the country.
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The development of revenue sharing has signaled an important
shift in social services financial support and,as a result, it
is becoming increasingly urgent that we recognize the need for
statewide planning and lobbying in concert with similar activities at the local level.
This paper is a case study of statewide planning in social
work education under the auspices of the Florida Board of
Regents and the Division of Community Colleges,which took place
over a two-year period from 1970-1972. Rarely have social
workers been given the opportunity to plan their educational
development under the auspices of a Board of Regents. The
Florida experience has implications for other parts of the
country and can be analyzed in the context of research
findings from the field of academic planning for the professions. Particular emphasis will be devoted to the major crises
facing higher education today as well as to educational planning
principles which emerged from this planning project.
The idea for a Social Work Education Planning Project grew
out of joint discussions between representatives of the Florida
Board of Regents and the Division of Community Colleges with
Florida's public welfare agency, the Division of Family
Services. Major grant support was being given to Florida
universities for social welfare programs and agency administrators were becoming concerned that the educational programs
in Florida were not adequately preparing their graduates for
the field. At the same time, administrators and curriculum
planners in the Board of Regents and the Divison of Community
Colleges were concerned about the tight job market, the preference of many employers for non-social work majors (particularly at the undergraduate level), rapidly expanding undergraduate concentrations in social welfare, and the rapid
development of technician programs at the community college
level with no sound forecasting of manpower needs or demand.
As a result, a planning project was developed in order to
assist Florida human service agencies in applying a systems
approach to manpower utilization while at the same time assisting educational institutions from community colleges
through the graduate level in realigning curriculum objectives
to effect a better match between their graduates and the needs
of the field.
Crises in Higher Education
Over the last several years, three major crises have surfaced in the field of higher education related to quantity,
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money and quality.' The decline in student population has led
many state planners to reconsider the need for expanding physical faqilities for the colleges and universities of the
future.f At the same time, new approaches to higher education
have emerged which do not require campus classrooms to create
an educational environment. The University-Without-Walls
program is such an example where regional centers and course
exemption examinations are used. 3 The question of quantity
has also been faced by the Council on Social Work Education as
it discontinued a special project designed to assist colleges
and universities in developing new graduate programs. The
reduction in the rate of establishing new graduate programs
results, in part, from the growing recognition of differential
staffing coming from the new paraprofessional movement and
the emergence of the trained baccalaureate social worker.
The second crisis facing higher education in recent years
has been in the area of finance. For many public institutions
around the country, the systems of higher education have no
longer retained the"sweetheart"status they had developed in
the post-World War II period and legislatures are critical of
spending policies in the area of higher education. This fiscal
crisis has special meaning for social work education in that
the staffing of professional training programs has been traditionally more expensive that staffing the social science
disciplines. In addition to the retrenchment on the part of
state legislatures, there has also been an increasing pressure
for accountability in higher education in which the PPBS
systems developed by the Defense Department are not being
applied to cost-bqnefit analysis of the dollars going to
higher education.4 Such budgeting procedures are only a precursor to the future measurement of faculty productivity
5
through class contact hours and other measures.
And the third crisis confronting higher education is the
issue of quality. Based on pressures from students as well
as the general public, there is an increased questioning of the
basic aims of higher education at both the undergraduate and
graduate levels.b With an open attack on the liberal arts,
we are entering a new age of vocationalism in which pressures
are increasing for the development of vocationally-oriented
higher education. It is this recent trend which has caused
some university administrators to look more favorably upon the
development of undergraduate social work education. The interest in vocationally-oriented higher education has also
been expressed by students who feel increasingly alienated from
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their environment and are seeking more practical careers in
which to make a contribution. Students are also frustrated
with the classical approach to higher education which stresses
the pedagogical model and have forced educators to reconsider
the process of education with the resulting interest in an7
dragogy or the process of teaching the adult learner.
These three crises provide the context for assessing the
statewide planning experience in Florida. The reality of
tightening job markets and the increased concern over the discontinuity between training and job performance provide ad8
ditional constraints upon the educational planning experience.
Educational Planning Principles
As with all planning efforts, the first step of this
planning process included the assessment of needs. Special
emphasis was given to the future manpower needs in the human
service sector of Florida through the study of educational
programs. In addition, attention was given to assessing the
need for additional undergraduate social welfare programs in
the state. This assessment was directly related to exploring
the need for further graduate education in the state. Compounding the needs assessment process at the undergraduate and
graduate levels was the rapid expansion of community college
technician programs in the fields of mental retardation, mental
health, corrections, child care, and human services. The
local job market orientation of community colleges needed the
special attention and assessment of educational planners.
Assessing the need for further educational program expansion required a definition of problems experienced at each of
the three levels of higher education from community colleges
to graduate level education. What was the nature of the curriculum continuum? How well did one level of education articulate with another? These and other questions led us to
a more careful examination of the needs and problems unique
to each level of education.
The concerns of agency administrators and educational program administrators converged on the issues of accountability.
The increased pressures in the public sector for service accountability were also being felt in a similar fashion on he
campuses with the emergence of educational accountability.
A graphic example of the convergence of these two concerns can
be found in a situation in which the hotel and restaurant
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major was outscoring the social work major on the bachelor
level entrance exam for social work positions in the state.
From the agency administrator's perspective, this problem compounded his service delivery dilemma in that he was unable to
select trained manpower for his programs. At the same time,
educators felt the growing need to upgrade the quality of undergraduate education in order to meet the demands for trained
manpower.
The community colleges provided a unique starting point
for curriculum discussion since most social work educators had
not been involved with the community college movement and,
therefore, were eager to learn of its development and its problems. The first issue to surface at this level related to the
problem of transferability. Many questions were raised as to
the appropriateness of community college degrees in the vocational areas of the human services in which students completed
programs which were labeled as terminal. Since it was difficult for students to transfer to universities based on a vocationally-oriented associate degree program, the issue of articculation became the order of business. With the realization
that the number of freshmen students currently enrolled in community colleges outnumber the freshmen students on our university campuses and the fact that community colleges enroll approximately 1/3 of all students in higher education today, it
became apparent that the student's selection of a human service
career should be supported by a curriculum continuum in which
entry level education is not perceived as a terminal experience
with regard to further higher education. 10
At the undergraduate level, the issues emerged around the
old concern for liberal arts vs. vocational education. While
many of the undergraduate social welfare programs in Florida
were increasing in both student enrollment and number of
courses, there were continuing pressures to balance the vocationally-oriented courses with the liberal arts courses of
the university. This dilemma increased in importance with the
arrival of the community college transfers on university
campuses who had already completed a wide range of vocationally-oriented courses related to social work education but were
lacking in some of the social sciences and liberal arts offerings. Do we build upon such students' vocational background
with additional social work courses or do we simply provide the
general education university courses which they missed in their
first two years of college?
The issues at the graduate level focus on the increased
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pressure from undergraduate programs for recognition of their
respective educational programs. This pressure coincided with
the recent ruling by the Council on Social Work Education for
the development of one-year masters programs based upon an
undergraduate major. Graduate program representatives became
more aware of the need to develop a curriculum continuum with
much more attention paid to the undergraduate social welfare
programs whose graduates they were now receiving. No longer
could graduate programs ignore the contribution being made at
the undergraduate level locally, regionally, and nationally.
Graduate programs were also receiving pressure from practitioners in the field desiring further opportunities in
continuing education. This raised further questions about how
one determines priorities for continuing education. Is it
more important to begin at the paraprofessional level, or deal
with the needs of the untrained baccalaureate worker, or provide opportunity for the experienced MSW? In addition,
questions were raised about the overall goals of continuing
education, ranging from the specific needs of agency personnel
to the more diverse interests of practitioners wanting to expand their skills in certain specialized areas.
The initial determination of needs at the various educational levels made it exceedingly clear that any statewide
planning effort would need to deal with the process of articulation. As Knoell and Medsker have noted:
"...it has been said that articulation is both a process and an attitude. Of the two, attitude is perhaps the most important, for unless the parties involved undertake the solution of transfer problems in
the context of interdependence and shared responsibility, obviously there will be no workable process. ''l
PlanningAs Process
While the process of developing programs and redoing existing programs involves academic decision-making (e.g., admissions, course credit, field work credit, etc.) in contrast
to administrative decision-making (e.g., finances, facilities
or personnel), it was apparent that considerable negotiation
between representatives from all levels of education facilitated by a planning staff would be the best approach to successful articulation. As a result, two statewide advisory
committees were established with one serving the need of
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educators at all levels and the other concerned with manpower
utilization problems of agency administrators. The objective
understanding of educational programs at the community college, university, and graduate levels. A similar approach was
taken with the agency advisory committee in which representatives from a wide variety of human service programs and personnel departments were included. And,finally, the process of
building understanding between the educators and the agency
administrators served as one of the major objectives of the
statewide planning project.
After several initial meetings, it became apparent that
the planning process would need to develop a common language
through which educators and agency administrators could communicate. For many educators, it was their first opportunity to
sit down in planned sessions to discuss curriculum on a statewide basis. In a similar vein, it was a first for agency administrators and personnel directors to discover the similarities and differences of their manpower utilization problems.
It was an opportunity for agency representatives to remind
educators of the constraints experienced in the field where
approximately 80% of the school social workers in the state
have no social work training, where few social workers exist
in the health sector, and where corrections has been unsuccessful in attracting more social work personnel. Despite the
fact that information was exchanged over a series of meetings,
it became apparent that the pressure of day-to-day program
administration made it difficult for agency representatives to
clearly identify the educational requirements necessary to
carry out their services and the types of manpower needed.
Educators felt somewhat frustrated by this experience and
generally retreated to the familiar territory of curriculum
building in an effort to get their own house in order.
It became apparent that additional experimentation was
needed and that new models of manpower utilization based on
differential levels of education would serve as a basis for
future dialogue between agency representatives and educators.
As a result, a research and demonstration strategy was developed in order to supplement the planning process. Experimentation took place in the areas of continuing education, field
instruction and the building of a curriculum continuum.
A special project was developed in the area of continuing
education with emphasis on the problems confronting school

social work related to the differential use of manpower. A
statewide workshop was called for all masters level school
social workers around which a research strategy was developed
to assess pre-workshop and post-workshop knowledge and orientation. This effort demonstrated the need for evaluative research as an ongoing component of continuing education and surfaced the general frustration experienced by practitioners in
implementing programs that are differentially staffed from
the high school paraprofessional level on through to the
graduate level. Practitioners reported considerable frustration in handling new service innovation approaches when
faced with the daily pressures of large caseloads and a lack
of administrative support for school social work personnel.
This workshop highlighted the continuing need for leadership
development and Rrogram planning skills among experienced MSW
social workers.l1
A second research and demonstration project was designed
and carried out to test the consortium approach to field instruction involving three institutions, a corrections program
at Tallahassee Community College, an undergraduate social welfare program at Florida A & M University and a graduate program at Florida State University. At the same time, this research and demonstration project was designed to test new approaches to manpower utilization and service delivery as part
of a storefront juvenile delinquency prevention service.
Students from three educational levels worked together in a
service team and provided a basis from which to research the
team concept of service delivery as well as provide a new definition of the social work generalist role model. The results
provided further input for the respective educational programs
by identifying the need for more middle management skill
training at the undergraduate level. Results also indicated
that the role model developed by the Southern Regional
Education Board holds considerable promise as a curriculum
organizing framewor at all levels of the social work educational continuum.13
The third research and demonstration project involved
special collaboration between a graduate social work program
and the technician training programs at several community
colleges in Florida. This project attempted to identify the
linkages between community college education and graduate
social work education through the placement of graduate students as community college instructors during their second
year field placement. This provided a teaching opportunity for

the graduate student as well as an opportunity for the community colleges to develop a further appreciation for social
work content in a technician training program. In addition to
the students' experience on campus, they spent up to 50 per
cent of their time working as staff development specialists in
local agencies in an effort to experiment with building bridges
between the local community college and the local agency.
This project also resulted in important feedback for qraduate
level education at the middle management level regarding
the training of staff development specialists and community
college teachers as well as infusing community colle e
cur4
riculum with relevant social work education content.1
These three research and demonstration projects contributed to the increased understanding of agency representatives
and educators regarding the need for more ongoing collaboration
as well as recognition of a new strategy by which innovative
field placements can lead to expanded job opportunities for
students at all levels. As a result of working collaboratively
on special research and demonstration projects, educators from
community colleges to graduate programs were able to more successfully work towards the development of articulation guidelines.
Additional planning information was collected by way of
surveying student impressions of their respective curricula at
the community college, undergraduate and graduate levels as
well as their experience after graduation in the job market.
It became apparent to educators at all levels that much more
attention was needed in the area of job development. Community college graduates needed to have a broader conception
of human services in order to secure employment in their local
area or region of the state. Undergraduate social welfare
majors indicated their frustration when they discovered that
their degrees were not given special recognition in the employment market.
As a result of considerable negotiation at all levels of
education, an articulation guideline was developed in conjunction with statewide policy development in which the State
University System and Division of Community Colleges
agreed upon an overall approach to articulation. The articulation guideline for social work in human service programs in
Florida reads as follows:
"Students with specified Associate of Science degrees
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(e.g., human services aide, mental health technician,
mental retardation technician, child care services,
corrections, etc.) will be acceptable to existing
upper division social welfare programs with a minimum of 46 semester credit hours in field experience,
specialized courses and general education courses
(this represents approximately three quarters of an
average 60 semester hour college transfer). The
specialized courses and field experiences taken at
the community college will be utilized and incorporated into the students' upper division program.
These categories of courses are defined in the following manner:
Field Experience--(also called externship, internship, practicum, supervised instruction, laboratory,
clinical, etc.). Field experience is a synthesis of
student learning experiences in applying knowledge
and skills in working with individuals and groups in
various human service settings. This includes observation and client contact in order to understand the
service delivery system and to provide an opportunity for direct application of theoretical content
(a minimum of 10 semester credit hours).
Specialized Courses--the program includes content related to specific social programs, community resources, human behavior, development of skills and techniques and additional supporting content to enhance
effective performance (a minimum of 12 semester
credit hours).
General Education--General education courses are drawn
from the Arts and Sciences requirements as provided by
the community college (a minimum of 24 semester credit
hours).
Each student will be assisted in completing the university's general education requirements for Baccalaureate graduation. The completion of the Associate
of Science degree does not necessarily mean that all
professional requirements have been completed for
Baccalaureate graduation. Exemptions from specific
requirements will be made in consultation with the
faculty advisors responsible for the social welfare
program at each university.
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The four year representatives of university programs
in social welfare have agreed that the minimum requirement for an undergraduate major in social welfare at all universities in Florida would consist
of 30 quarter credit hours to include 15 credit
hours of field instruction and 15 credit hours of
introductory courses in the following five areas:
social welfare institutions (policies and programs);
social welfare practice (service delivery methods);
interviewing (techniques); research (introduction);
and human behavior (growth and development). This
upper division set of minimum requirements also provides a basis upon which to plan for the articulation between undergraduate and graduate social work
programs.
The development of the articulation guidelines is but the
first step towards providing students, educational institutions and agencies with a relevant plan for coordinated and effective service delivery. The increasing recognition of the
need to utilize differential levels of manpower provides an
additional rationale for recognizing a continuum of educational programs from the high school diploma paraprofessional, to the Associate degree technician, to the Baccalaureate degree social work generalist, to the Master's degree social work specialist, and to the Doctoral degree social
work researcher and teacher.
From Planning To Implementation
The development of articulation guidelines resulted from
the hard work of social work educators and human service
specialists. However, in order to gain statewide recognition
such guidelines must be incorporated into the ongoing operations of the State University System and Division of
Community Colleges. This requires a special understanding of
the responsibility of supra-institutional agencies like the
Florida Board of Regents in relationship to institutions of
higher education and the units within such institutions, namely
colleges and departments. The articulation guidelines were
developed by representatives from various institutions who
assisted in defining the program needs within their area of
expertise and the modes of instruction. It then becomes the
role of the supra-institutional agency to define broadly the
mission and role of various institutions so that statewide needs
(public interest) are adequately met and so that qualified students can gain access to all elements of the system.
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Defining the "public interest" related to higher education
is a difficult task. It encompasses the interpretation of
legislative mandate and interest as well as developing definitions of educational accountability. The accountability currently being demanded at the federal, state and local levels
for social service programs will have a direct effect on the
allocation of financial resources for the future training of
social work personnel. The increased visibility of social work
education resulting from this two year planning project will
assist staff members of the Florida Board of Regents and the
Division of Community Colleges in making decisions about the
merits of supporting social work education and related human
service training.
Recent research on the planning capabilities of coordinating agencies, like the Florida Board of Regents, indicates a
number of strengths and weaknesses. Palola reports that statewide planning agencies have demonstrated strength in 1) controlling the expansion of new campuses and new educational
programs; 2) initiating and stimulating the widespread development of institutional planning; 3) serving to extend educational opportunities and to meet new educational and social
needs; 4) serving to justify the increasing operating and
capital budgets of the higher education enterprise; and 5)
making efforts to promote institutional differentiation.
While he notes that, on the whole, educational autonomy and
the level of performance of colleges and universities have improved as a result of statewide planning and coordination
during the recent period of massive expansion in higher education, research has indicated the following weaknesses:
1) statewide planning has not been able to define and eliminate
unnecessary duplication of programs, nor has it been successful
in discontinuing obsolete or inadequate programs; 2) statewide
planning has failed to integrate the private sector with the
public sector in an orderly development of higher education;
3) statewide planning has failed to promote cooperative efforts
between institutions on a large scale; 4) statewide planning
has given insufficient direct attention to the issues of
quality, excellence and substance in higher education; 5) statewide planning activities have served to unify the higher education network in some states but to fragment it in others; and
6) with few notable exceptions, statewide planning has been an
15
ad hoc process.
Palola's findings have particular significance for the
Florida Social Work Education Project in that it was difficult

to plan in the sensitive area of educational quality since this
would have meant curriculum evaluation of each university and
community college in the state. Needless to say, criteria for
curriculum evaluation are hard to come by. Since the social
work planning project was supported primarily by federal funds,
it reinforces an observation made by Palola that statewide
planning is carried out on an ad hoc basis. In addition, this
Social Work Education Project was one of the first extensive
academic planning projects carried out by the Florida Board of
Regents and Division of Community Colleges, and it is questionable whether such a project would have been designed and completed without the support of federal funding.
One of the major findings of the Social Work Education
Project was the urgent need for assistance expressed by agency
administrators in defining their manpower problems and training
needs. Solutions for this unmet need required a much broader
approach to training and service delivery than social work per
se,since many other occupations and professions were involved
in delivering human services. A strategy for planning emerged
with approaches to the career issues of human service personnel
from three perspectives: 1) service delivery--involving consideration of staff deployment, task analysis, service management and role clustering; 2) personnel administration--involving
the design of job classification systems, qualifying examinations, and the development of more adequate performance standards; and 3) staff development--involving agency based inservice training and campus based continuing education as well
as curriculum development for career advancement and mobility
by identifying the career aspirations of workers and articulating desirable skills of potential employees to educators
at all levels. 1
As Folger et al. have noted:
"The answer to personnel problems in social welfare lies
more in improving working conditions and salaries and reorganizing jobs so that professionals can provide more
service than it does in expanding graduate programs and
developing undergraduate curricula. Educational expansion will be necessary, but not sufficient to provide 1 7
these occupations with adequately educated personnel."
Observations and Implications
The experience gained from this two-year planning project
has reinforced the need for planning that is more leading,
guiding and directing in contrast to traditional planning which

-242-

has tended to be constraining, restrictive and stifling. A
review of the literature has indicated very few solutions in the
area of academic planning.
However, from this experience, it
has become more apparent that comprehensive, continuous and
more research-based planning is needed for the profession in
every state.
Observation No. I: Academic Outreach
Communication problems demonstrated in the advisory committee meetings between educators and agency representatives
indicate the need for all social work education programs,
whether at the community college, university or graduate school
level, to develop program advisory committees composed of
agency representatives and related educators in order to maintain a continuing external perspective on the educational process. Most social work programs have assumed that the placement of students in agencies provides enough of a communication
link for faculty to maintain an ongoing perspective of service
delivery and client needs. This perception is quite limited
as it focuses on gaining knowledge primarily from line personnel with little continuing input from agency administrators
and personnel directors. What is needed is a program of
academic outreach. Academic programs need to maintain an
Active program of seeking agency input into the curriculum
process and involving the faculty in the advisory committee
process.
Observation No. 2:

Faculty Organizing

As a result of this planning effort, it also became apparent that nobody speaks for social work education on an ongoing basis throughout a state,with the exception of a few
deans. As a result, it seems imperative that undergraduate
and graduate social work faculty begin to form statewide organizations not only for the purposes of sharing curriculum information but also to maintain an active vigilance on the legislative front as well as the service delivery arena.
Observation No. 3:

Faculty Leadership Development

Related to the need for faculty organization is the continuing need for faculty development with particular reference to
leadership development based on changing career roles. Leadership development needs to be added as a fifth dimension to
Soffen's four components for the preparation of the social work
educator: subject matter expertise, practice expertise,
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research expertise and teaching expertise. 1 9 From this planning project it became apparent that faculty members throughout
the state were in the process of assuming new roles for which
they had little or no training. Many program directors expressed concern over faculty members making a significant
shift from field instruction to campus based instruction as
well as from classroom responsibilities to academic administration. The various role shifts noted in Figure 1 are examples of career changes made by educators in our profession,and
very little training is available for faculty members who make
such changes. Role orientation is not role training. There
is an urgent need for leadership training in social work education. The most obvious justification for this approach has
been the recurring vacancies in deanships and program directorships across the country over the last several years.
Observation No. 4:

Need For Educational Planners

Related to specialized faculty training is the emerging
need for social work education to take responsibility for
developing and training educational planners. New field placements need to be developed in such settings as a Board of
Regents as well as the higher level of universities and community colleges administration. Such expansion of new field
placements supports the notion that social work identity and
skills can be maintained in non-social work settings and the
graduate social work students can demonstrate the value of
social work education by example, in contrast to rhetoric,
through the role of planners, evaluators, managers and policy
analysts.
Observation No. 5:

Finding Common Languages

While there is generally much respect displayed between
educators and agency administrators, there is usually very
little real communication. This is due, in part, to the lack
of a common language where educators talk in terms of course
titles and administrators talk in terms of job descriptions.
One solution to these language barriers is the free exchange
of personnel with faculty members working for a semester in
an agency and an agency administrator working on campus as a
teacher and curriculum consultant. Such an exchange would expose the educator to the problems of predicting future manpower needs (where the past has proven to be an unreliable
guide to the future) and expose administrators to the problems
of certifying students and maintaining curriculum flexibility.
From such experiences, we may finally begin the difficult task

Figure 1
Mapping Traditional Social Work Faculty Careers
Full-Time Agency (M.S.W.) Practitioner
...no trai ing
Agency-Based Field Instructor
(Part-Time Conceptualizer of Practice)
...no training
University-Based Field Instructor
(Full-Time Conceptualizer and Teacher of Practice)
...no training (except some doctoral programs)

4

University Classroom Instructor
(Full-Time Teacher of Practice, Behavior, Research
or Policy)
...no training

4,

University Teacher and Sequence Chairman
(Part-Time Curriculum Integrator and Designer)
..no training

4'

University Teacher and Curriculum Coordinator
(Full-Time Curriculum Integrator and Designer)
..no training
University Associate Dean or Assistant Department Chairman
(Full-Time Curriculum Administrator)
..no training
40
University Dean or Department Chairman
(Full-Time Professional Program Administrator)
... no tra i ng
University Academic Vice President or Institute Director
(Full-Time University-Wide Administrator)
...
no training
RC

Retirement or Career Change
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of establishing criteria for job performance standards and defining the nature of competent practice.
Observation No. 6:

Manpower Projections

There appears to be no demonstrated relationship between
educational planning and manpower demand in the social work
profession. National studies of manpower need and manpower
demand appear to be continuously behind the times. Before
we can attempt to predict the future, it is imperative that we
understand the present, if not the past. Few states can accurately report on the number of bachelors and masters degree
social workers currently employed in the public and private
sectors. As a result, it has become exceedingly important for
social work education programs and major human service
agencies to jointly develop manpower information systems. On
what basis can we expand social work education programs if we
have no way of knowing how many social workers are currently
employed in our states? What impact is differential staffing
and the use of paraprofessionals having upon the future need
for more social workers? To what extent will social work education be subsumed under a larger educational configuration
noted on some campuses as colleges of social professions or
departments of human services? These questions require the
attention of educational planners and if these planners are
not grounded in the social work profession, others will step
in to define the problems and thereby the solutions.

Statewide planning for social work education is by definition a difficult task, a process in which people will
usually disagree with the results, and an exercise in which
the results are usually less than perfect. And yet, as Hollis
and Taylor noted over twenty years ago in their analysis of
social work education in the United States: "the profession
has not yet realized its own strength or capacity to enlist
the cooperation of social service organizations and the
general public..."20 This observation still applies in 1978.
The Florida Social Work Education Project has increased
the knowledge and understanding of college and university administrators as well as the respective staffs of the State
University System and Division of Community Colleges. The
increasing pressure on university administrators to relate
their campus programs to the societal needs of their local
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communities provides an unusual opportunity for social work
educators to identify their programs as a partial solution to
this crisis of community relatedness. In the Florida
University System of over 80,000 students, social and human
service education will prove to be one of the significant
education components of nearly all the universities and community colleges in the state in the 1970's and 1980's. Is
social work education even mentioned in your own state plans
for higher education? Who speaks for social work education in
your state?
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AVOIDING REDUNDANCY:
ADVANCED PLACEMENT IN SOCIAL WORK EDUCATION*

William A. Anderson
Florida State University
School of Social Work

ABSTRACT
Redundancy between graduate and undergraduate social work
education is a waste of both program and student time and
resources. Graduate programs have several alternative methods
for decreasing redundancy, and some of the advantages and disadvantages of three such methods are considered here. After
briefly presenting the historical development of the advanced
placement issue and identifying the primary goals of undergraduate social work education, a model is given which links the
three most common forms of advanced placement. Advanced placements based upon measured student knowledge and skills (outcome
method), undergraduate course offerings (content method), and
graduation from an accredited undergraduate program (structural
method) are contrasted in terms of their advantages and disadvantages to students, programs, and the profession. The limited
empirical research on advanced placement is then summarized and
several related issues are addressed.
Introduction
At the March, 1976, Council on Social Work Education (CSWE)
House of Delegates meeting, a new policy statement on advanced
placement at the MSW-level was adopted. The delegate body
recommended that:
Admission to the advanced portion of a graduate program
should have, as a prerequisite, the mastery of the "base
level" education content. Such prerequisite mastery of
the "base" can be achieved either in an accredited
baccalaureate social work program or on the graduate
level (CSWE, 1976:3).
* The author wishes to thank Patricia Y. Martin and L. Diane
Bernard for their helpful comments on an earlier draft of this
paper.
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The rather recent development of formalized procedures for
advanced placement has a long history and is interwoven with a
number of issues both educational and political. The goal of
the present paper is to place this issue into an historical
context and to discuss: the objectives of the undergraduate
social work curriculum, a model for understanding redundancy,
some relevant research findings, and, the relationship of the
advanced placement issue to other social work education issues.
The Historical Context
During the first decade of this century, formal training in
social work at the graduate level began in the major cities of
the East (New York, Boston, Philadelphia, etc.) and a few
midwestern cities (St. Louis, Chicago). Some, like the New York
School of Philanthropy, expanded their initial one-year curriculum to two years, while others remained at one year. In 1919,
17 such programs formed the "Association of Training Schools for
Professional Social Work."
By 1924 this organization, under the
name "American Association of Schools of Social Work" (AASSW),
had established membership requirements for new members which
included one-year of full time study and university affiliation.
During the period 1937-1942, the AASSW instituted controversial
requirements specifying two-year graduate programs and eliminating bachelor's-level programs as members. This led to the
formation of a rival organization, the National Association of
Schools of Social Administration, and thus to a period of
conflict and confusion resulting from the existence of two
"accrediting" bodies.
In 1946, under both local and federal pressure for increased
coordination, 13 organizations interested in undergraduate and
graduate social work education formed the National Council on
Social Work Education (NCSWE).
In addition to its coordination
function which formed the basis for the creation of the CSWE in
1952, the NCSWE also commissioned Hollis and Taylor's (1951)
study of Social Work Education in the United States. At the
time of the merger of AASSW, NASSA, and NCSWE, the professional
degree in social work was defined as the two-year MSW -- a definition which prevailed until the late 1960's. The Social Work
Curriculum Study (Boehm, 1959) emphasized the linkages in the
continuum of social work education, and stressed that undergraduate professional education need not be in contradiction
with liberal arts education (Bisno, 1959).
In response to a variety of forces, including the availability of federal grant monies, the late 1960's and early 1970's
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saw a tremendous increase in the number of BA-level programs in
social welfare around the United States. The two major practice
and education organizations responded to (and further increased)
the new programs by formally legitimating the BA-level degree.
In 1970, for both professional and financial reasons, NASW opened
membership to BA-level social workers; however, this distinction
was limited to graduates of those programs which CSWE began
"approving" that same year.
By 1974, CSWE was "accrediting"
such practice-oriented programs. Having legitimated a practicebased undergraduate degree, CSWE in 1971 adopted a new accreditation standard permitting advanced standing of up to one year
of the two-year MSW. A complete analysis of the controversies
over the CSWE Summary Reports by Ripple (1974) and then by
Dolgoff (1975) is beyond the scope of this paper.
The "Task
Force on Structure and Quality" final report to the CSWE Board
of Directors stressed the strengthening of the BSW and the need
for increased flexibility in MSW-level programming. Finally,
as indicated in the Introduction above, in March of 1976, the
House of Delegates defined the "base level" educational content
as that required by the BSW accreditation standards and equated
this base with content obtained during the first portion of the
MSW.
These same recommendations also criticized the use of
compacts wherein advanced placement is restricted to graduates
of certain BSW programs, and suggested that the advanced portion
of the MSW (the "second year") should remain at least one year
in length.
The logic conceivably underlying these decisions
will be examined further below.
Objectives of the Undergraduate Curriculum
In considering the relationship between undergraduate and
graduate education in social work, a crucial concern is the
purpose of such undergraduate education. In 1951, Hollis and
Taylor (1951:156) defined "three separate but articulated
functions for the undergraduate college": provision of a broad
program useful to the comnn cultural heritage of all college
students; provision of semiprofessional technicians; and
preparation for graduate school. Laughton (1968:44) repeats
these same three basic purposes more than 15 years later,
although provision of manpower had become a much more accepted
formal objective. Laughton further cites the myths involved in
this multiplicity of objectives, e.g., that the growing number
of small programs could adequately meet all of such diverse
objectives or that the programs were meeting objectives since
graduates did get jobs, go on to graduate school, etc.
Actions of the CSWE in the 1970's identified the primary
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purpose of those undergraduate programs to be accredited as
preparation for professional practice. Current accreditation
standards require: 1) integration with a liberal arts base;
2) content in practice, policy and services, human behavior and
social environment, and social research; and 3) at least 300
hours of field experience (CSWE, 1973).
Given these current
content requirements at the undergraduate level, the issue
becomes one of forming a nonredundant continuum between the
bachelor's and master's levels of professional social work
education.
Methods for Avoiding Redundancy
As early as the Curriculum Study, it was clear that "there
is a good deal of unprofitable duplication between the undergraduate and graduate levels of education in social work today,
particularly during the first year of graduate study" (Boehm,
1959:174-175).
While the detailed programmatic work of Boehm
and Bisno (1959) may have had little immediate impact, Loewenberg
repeated their basic message in stronger terms thirteen years
later:
But what is already clear is that graduate schools need
to recognize, in very concrete ways, that some of their
students have completed an undergraduate program in
social work. To admit such students and treat them in
the same manner as those who have majored in biology or
English is neither fair nor productive (1972:18).
The latest pronouncement on the redundancy problem comes from
CSWE (1976:3):
"Curriculum content shall be designed to preclude
redundance of course and/or field work."
Although the use of
advanced placement is clearly the suggested model for avoiding
redundancy, other alternatives are possible, and even within the
concept of advanced placement there are several viable alternatives.
This section will consider a general model of advanced
placement and some of its implications.
While other configurations are possible, the model presented
in Figure 1 gives three potential methods for granting advanced
placements and their interconnections at the individual program
level. The strengths and weaknesses of each method will be
discussed briefly, along with the underlying assumptions about
student knowledge inherent in each method.
(1) Outcome Method. In this method for granting advanced
placement, student knowledge and skills are measured and the
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Figure 1.
Three methods for advanced placement and
their inter-connections.

results used to determine the extent of exemption desirable for
each student.
If there is indeed redundancy between the first
year of the typical MSW program and the content of the typical
BSW program, we would expect BSW graduates who have mastered that
content to exempt the first year of the MSW programs. We might
also expect BA graduates of programs in related disciplines and
persons with relevant work experience to be able to get exemption
from portions of the first year of the MSW. Thus, the outcome
method has several advantages:
it bases the advanced placement
on the individual applicant's merit (knowledge and skills);
it controls for variations in BSW program quality, student
abilities, and student learning rates; it allows for fair treatment of students with non-BSW backgrounds (the majority of
applicants) who might otherwise be subject to redundancy; and,
it retains control of the admissions and placement process within
the individual MSW programs. The most obvious disadvantage of
this seemingly optimal basis for advanced placement is the almost
complete absence of adequate measurement devices for student
outcomes (for some preliminary measures see, e.g., Arkava and
Brennan, 1975, and Rosenblatt, et al, 1976).
The range of knowledge and skills to be measured presents an awesome challenge to
individual programs which is not likely to be uniformly met.
In addition, the advantages cited above focus on students and
MSW programs;
from the profession's point of view, variation in
BSW program quality might be better controlled by improving the
programs rather than by developing tools for making fine
discriminations among the quality of their graduates.
-254-

(2) Content Method. In this method for granting advanced
placement, MSW programs either analyze applicants' transcripts to
determine apparent redundancies or analyze the offerings of BSW
programs to determine which ones have courses that would seem
to justify granting their graduates advanced standing. These
alternatives have both been used to varying extents by numerous
MSW programs, e.g., programs which exempt applicants who have
had a statistics course from taking the normally required MSW
statistics course, or programs which set up compacts wherein
graduates from certain selected BSW programs are given advanced
placement (no longer an acceptable procedure--see CSWE, 1976:3).
To the extent that course offerings at the BSW level have been
modeled upon the first year of the MSW, we would expect advanced
placement to avoid apparent redundancy for BSW graduates. For
graduates of BA programs in related disciplines, it might be
possible to exempt certain common courses. However, for those
applicants with relevant work experience or non-traditional
learning experiences, the content basis does not provide a
basis for advanced standing. Thus the content method for giving
it is simpler
advanced placement has at least two advantages:
to examine transcripts than to develop a testing program; and it
provides MSW programs with a basis for examining entire BSW
programs and determining the apparent extent to which their
graduates should be suitable for advanced placement. The disadvantages relate to the possible disparities both between what is
taught and what is learned, and between what course titles and
syllabi proclaim and what is actually taught. On a more
philosophical and political level, the content basis sustains the
idea that MSW programs should have a great amount of control over
the offerings of BSW programs, a problem which is considered
further in the conclusion.
(3) Structural Method. In this method for granting advanced
placement, those applicants who have graduated from CSWE
accredited BSW programs and who meet the other requirements for
admission (GRE, GPA, etc.) are eligible for advanced placement
if the MSW program allows for such a practice. While this may be
the most common model, it is of course still subject to analysis
and change. The primary assumption underlying this method is
that the "base" content covered in accredited BSW programs is
sufficient preparation to enable BSW's to move into the advanced
portion of MSW programs. Thus the emphasis is on two factors:
the breadth of the professional base (including knowledge, skills
and values) and the role of accreditation. As appropriate content
for undergraduate programs continues to be developed and refined,
and as accreditation standards become more specific and more
strictly enforced, the assumed commonalities across BSW programs
should become more of a reality. While this implies that the
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structural method may become more effective in the future, it
it clarifies
for both stualso has certain current advantages:
dents and programs the basic requirement for advanced placement, and it retains primary control for the length of graduate
education at the professional organization level (CSWE).
The
most obvious disadvantage has also been identified above:
accreditation does not guarantee equivalence among accredited
programs (especially among those accredited for different
lengths of time) or among the graduates of such programs. This
method also does not address the needs of those students with
non-social work undergraduate degrees and/or relevant work experience. A less obvious problem is inherent in the political
nature of both accreditation and higher education in general.
Compared to the other professions, social work's accrediting
body lacks the "clout" to exercise definitive control over
program standards, particularly when about 60% of the BSW programs are located in state-supported schools. Political pressures toward program uniformity, economy, efficiency, and
continuity within state systems threaten the authority of outside accrediting bodies.
The above material summarizes three methods for avoiding
redundancy by the use of advanced placement; there are, of
course, other alternatives to advanced placement for avoiding
redundancy.
Two possible ideas would be to:
change the objectives of the BSW and/or the MSW programs, such that significant redundancy would no longer occur; or, retain the traditional time structure of the MSW degree while providing alternative and advanced study for those students capable of
exempting portions of the regular program.
The first
of these
ideas finds support in the increased call for specialization
as the primary goal of MSW programs.
The second alternative
might find support among those calling for greater depth of
study and increased content at the MSW level. Programs could
also combine several of these methods to form a comprehensive
(and potentially cumbersome) package. While these and other
alternatives are possible, the current trend seems to favor
advanced placement, for reasons apparently based upon student
recruitment, economic, political, and educational concerns.
The next section will examine some of the relevant research
findings on advanced placement programs.
Research on Advanced Placement
The broad question of the "fit"
between BSW and MSW programs does contain certain issues where empirical data could
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be informative. Unfortunately, research on advanced placement
has only recently begun, and those few projects that will be
summarized here suffer from almost every imaginable threat to
validity. Perhaps the most prominent studies were carried out
beginning in the mid- and late 1960's with NIMH funding and
CSWE support at Adelphi University, San Diego State University,
and the University of Wisconsin. Rosenblatt, et al. (1976),
thoroughly document the experiment at Adelphi, giving full
information on design, instrumentation, and results. Their
findings showed that those students beginning the accelerated
MSW program started from a generally lower base of knowledge
than the students at the end of their first year of the traditional two-year program. However, the students in the
accelerated program improved more during the next year, so
that at completion of the MSW the groups were virtually identical. Finally, after a one-year follow-up, the students from
the traditional program consistently had slightly higher ratings
as practitioners. The authors stress that based upon the general equivalence of the graduates, "Adelphi is justified in
continuing the accelerated program of social work education"
(1976:95).
The studies at San Diego and Wisconsin used different designs and instruments (and program structures) but
generally found similar results, i.e., no major differences
between graduates of traditional and advanced placement programs, a result apparently also found at the University of
Missouri (see Schlesinger and Wolock, 1974:75).
Other studies have focused on issues other than comparing
advanced placement versus traditional program graduates.
Schlesinger and Wolock (1974) at Rutgers, conclude that an
accelerated 16-month MSW program was as effective as the traditional two-year program, although their research "design"
is so weak that conclusions are tentative at best. Walz
and Buran (1968) utilize an even weaker ex-post-facto design
in their study of differences in the graduate performance of
students with and without social work undergraduate training.
One interesting explanation they offer for their finding of
no difference in performance among the groups is the possibility
that the redundancy in the graduate program, for those students
with undergraduate social work majors, diminished motivation
and therefore lowered their performance to the same level as
the students without social work degrees. Finally, Ammons compared the "readiness of undergraduate social work majors to
enter graduate schools of social work at advanced levels"
(1975:12), comparing seniors from three rather different undergraduate programs. The primary finding was that the students
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from the one school with CSWE "approved" status performed at
a significantly higher level than those from the two nonapproved schools. This finding, while apparently supportive
of an accreditation basis for advanced placement, must be
interpreted in the context of the limited instrument used,
the very small samples of students, and the arbitrary selection
of programs.
It is expected that the evaluative literature
on advanced placement will continue to expand; however, it
is doubtful whether the conclusions that can be drawn will also
expand, unless more rigorous designs are applied to larger
samples across multiple programs.
Other Related Issues
While the matrix of issues relevant to the continuum of
social work education seems to expand infinitely, several more
immediate questions will be briefly considered here. As
indicated above in the discussion on methods for advanced
placement, to some extent that question can be seen as a power
struggle between CSWE and individual MSW programs.
The issue
of the role of accrediting bodies in affecting program autonomy was addressed by Stein in his Foreward to the Loewenberg
report on "time and quality" (1972:v).
Stein particularly
emphasizes "the autonomy of each school to define its
approach,
within broad limits and safeguards, to the question of advanced
standing for specified groups of students."
This "schools'
rights" perspective has been repeatedly assailed by CSWE, as
schools will now be required to justify any admissions prerequisites which exceed the "base" content, and will be barred
from forming "compacts." It now appears that the avoidance
of redundancy and the acknowledgement of the validity of
accreditation may prevail over program autonomy.
Another issue mentioned above is the potential conflict
between the demands of CSWE and those of the legislatures and
state university systems for programs in publicly supported
schools. As one of the facets of the conflict between
professional control and state control, this issue is related
to problems such as academic freedom, tenure, public service,
values, etc. While CSWE may continue to differentiate among
the apparent quality-level of programs through selective
accreditation, state-supported graduate programs may eventually
be required to grant equal recognition to at least all in-state
undergraduate programs. While conflict is not the only condeivable type of relationship among government, CSWE, and
individual programs, such factors as tight budgets will
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probably continue to favor that situation.
The final related issue to be mentioned is the extent
to which social work education has committed itself to the BSW
as a derivative of the traditional MSW. CSWE and most schools
have created practice-oriented bachelor's-level programs
which are modeled after the generic methods content found in
the first part of most MSW programs. Whether this type of
programming is most relevant to the needs of the society,
profession and students remains debatable.
As was suggested
above, one solution to the redundancy problem might involve
sharpening the distinction between the roles of BSW's and MSW's
and then gearing their educational experiences closer to the
needs of the graduates. While preparation for direct service
has become the primary purpose of BSW programs and preparation for graduate school is now secondary, unless and until
such direct service can be defined independently of MSW-level
direct service there will continue to be redundancy between
the educational programs.
Conclusion
This paper has attempted to address the redundancy problem
within the hierarchy of social work education. Some arguments
relevant to the following two sequential questions have been
identified: what are possible ways of avoiding redundancy,
and given the current emphasis on advanced placement, what
is the "best" way for administering such a process?
The underlying problem can be stated simply: within the
context of quality graduate education, redundancy is both a
waste of time and resources, and a threat to active student
involvement in the learning process. Therefore, programs
have an obligation to preclude such redundancy; while this can
be accomplished through the provision of alternate or advanced
content, such an individualized solution may be beyond the
resources of most programs. Advanced placement, defined
loosely as either the piecemeal skipping of specific redundancies or the structural innovation of an accelerated "track,"
seems to provide the simplest and most politically and economically feasible means of retaining the basic content while
avoiding redundancy. The selection of a method for providing
advanced placement involves moving from an individual merit
perspective with the difficulty of validly measuring merit,
to a compromise position relying on the validity of CSWE
accreditation standards. While the development of reliable
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and valid measures of individual knowledge, skills, and values
is a desirable goal, acknowledgement of and support of CSWE's
BSW-program could be a factor in the continued strengthening
of both the standards and their enforcement. That about onethird of the BSW programs originally "approved" were not actually
accredited shows some commitment by CSWE to maintaining standards. Advanced placement based upon graudation from an accredited undergraduate social work program is the only method which
emphasizes a broad cooperative perspective on social work
eucation, with ultimate control retained at the professional
level.
While this paper has repeatedly discussed the rights of
various groups (government, CSWE, MSW and BSW programs and
graduates), the charge to avoid redundancy must also be seen
in the context of the rights of students whose first contact
with social work education is at the MSW-level. In addition
to providing a structural solution for their MSW candidates
who have BSW's, programs should make an effort to avoid redundancy for that traditionally large majority of students
with BA's from other disciplines.
One of the unmentioned conclusions that could be drawn
from some of the studies cited above is that so little is
learned at the MSW-level that it makes no difference what
structure is employed. Studies show with a rather remarkable
frequency the small differences when students are given beforeand-after measures, possibly suggesting what might be called
a "floor" effect.
There is small solace in the equivalence
of accelerated and traditional students, if that equivalence
is based upon equal ignorance. Results such as these suggest
that concerns about structure should continue to include
concerns for increased quality.
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CONTINUING EICATION AND SOCIAL WORK EDUCATION
Charles Guzzetta
Hunter College

ABSTRACT: Growth of continuing education programs is noted. Differences
between continuing education and traditional education are examined.
Author argues that continuing education approaches are appropriate for
social work education and should be made an integral part of programs
for the preparation of social workers.

"The separation of the university from the camrLuity appears to be
declining sharply and will probably continue to do so," wrote
Dressel in 1971.1 This notion of higher education as a joint
enterprise between campus and cormazity is a familiar one in social
work. It goes back to a time when education and social work were not
the distinctly separate fields they are today.
During the second half of the 19th century, settlement houses provided
important alternatives to degree-bound campus learning. These agency
programs engaged the interest and enjoyed the participation both of
social workers and university educators. The latter group included
John Dewey, whose eaughter wrote that because of his work in the
programs at Hull House, "his2 faith in democracy... took on both a
sharper and deeper meaning."
The first formal.. programs for the training of social workers were
organized just at the turn of the century. They were intended to
provide those skills which were needed immediately in the field. These
programs for working volunteers clearly recognized the consistency of
learning theory and practice in combination. Practice was to be
practical, based upon sound theory. Theory was to be affirmed or
modified through application in practice.
Both of these types of programs, those offered by social workers to
others and those intended for social workers themselves, bore strong
resemblances to present-day programs of continuing education. The
goals may have been different, but they were appropriate for their
time: Americanization, ethnic preservation, and social change.
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Faith in education and social work to create a better society remained
high. During the Progressive era, various orgnizations mounted major
campaigns of education for self-improvement and for the improvement of
society. One example of this type of part-time, non-degree,
non-traditional approach was the parent education program of what was
to become the Parent-Teachers' Association. Using group discussion,
self-iistruction, and observation, these program s consciously sought to
supplement the existing programs and activities of "visiting teachers,
visiting homem~akers, probation officers, and social settlements."3
The founders of the National Congress of Mothers were succeeded by a
chairwan who sought to use these programs to orgunize mothers of grown
children "in working for laws regulating child labor, [for] juvenile
courts and probation, pure food, ccrpulsory education, or any other
4
measure for the protection of the home."
By 1919, the fi-st formally accredited institution of higher learning
specifically for adult learners was established. It was the New School
in New York City.
Social workers devised an assortment of adult education programs
during the Depression. They were located both in public school systems
and in social agencies, and supported with both state and federal money.
After the War, such colleges as Sarah lawrence offered continuing
education programs expressly for women in their 20s and 30s who were
considering new careers as their children entered school or left home.
The present expansion of continuing education may be seen as part of the
current phase of century-old reform movements for the democratization of
American higher education. Parallel to the settlement/ social agency
programs of the 19th and early 20th centuries was growing university
recognition of "new" disciplines such as sociology and p-ychology, and
the appearance of university studies for occupational or "practical"
ends. Pressure grew for universities to extend their programs outside
the walls of classroom and narrow curriculum through extension and
continuing education programs. Ths, continuing education is not a
recent phermenon. Neither can it be considered insignificant in
relation to the rest of higher education today. It would appear that
adult learners now represent well over 20% of the total enrollment of
students taking advanced study.
Social, demographic and economic trends suggest a need and the certainty
of even greater growth of continuing education programs related to social
service. A low birth rate and a low death rate are changing the
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nature of the population; a change reflected in elementary school
enrollments and in services to the aged. On the one hand, decades of
double sessions, frantic construction, and overcrowding of schools are
being followed by the closing and selling of facilities in many school
districts. On the other hand, after decades of being virtually ignored,
the aged have been discovered and there is a headlong scramble to
develop services for then.
At the same time, marriage patterns are changing, with a trend toward
earlier parenthood, but smaller families. A young mother now may
expect to live for 45 years after her youngest child enters school.
When continuing education programs were emerging 80 years ago, the life
expectancy in the United States was 49 years. Today, it is legitimate
to suggest that women must plag for an entire lifetime to be lived after
the last child goes to school.0
Changes in the world of work require comparable adjustments in basic
assumptions about future needs for social services and for education.
Retirement programs have moved toward full pension rights after service
of 20 or 30 years. Formerly confined to the military, this plan has
spread to all levels of government service. Led by labor contracts
reached in the auto and steel industries, twenty-year retirement has
become a major goal of labor in contract negotiations. One result of
this change in the expected age of retirement will be that millions of
workers will be eligible for pensions just at the time when their
children leave ham.
With time and income, free of child-rearing
responsibilities, these workers will be able to take education for any
career for which they can prepare themselves. Obviously, this freedom
applies to all workers, whether male or female, and it will coincide
with the new freedom of those wcmen who choose to stay at home in
order to take major responsibility for raising the children.
Despite the fact that these and similar trends have been known for
years, many educators view modifications in educational programs with
horror. Even essential changes are allowed as "exceptions".
This view
persists even after it has become clear that basic changes must be
made in order to survive, since traditional programs have reached
zero growth, while continuing education is booming. Between 1970 and
1973, the degree-credit enrollment of students in the 18 to 24 year old
bracket remained almost constant, but enrollments in the 24 to 34 year
old bracket increased by 35 per cent. 7 To view continuing education
only as an "alternate" in higher education, including the preparation
of social workers, does not take account of the reality of what has
happened. Indeed, one Carnegie Commission study of higher education
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flatly stated that growth in college-level education will stop
"unless continuing education beccmes an accepted pattern. "8
Many factors have set continuing education apart from campus-based
university
activities. One factor has been the content of the
programs and another has been the ways in which the learning experiences
Contiruing education has served as the main
have been packaged.
university laboratory for new content and new approaches to teaching
and learning. In his recent book on til subject, Lauffer (himself a
leading practitiner of the art) noted that continuing education usually
includes "one or more of the following: extension courses for academic
credit, short-term courses, workshos, clinics with or without credit,
thematic conferences, consultation and staff development, training for
specific populations, and certification."9 What is implicit in this
list of continuing education approaches is the assumption that the
learning approach to adult learners can or mast be different from the
traditional view of students as children. Tis was the message of the
student revolts during the '60s and it remains largely unanswered.
Knowles coined the now-popular word "andragogy" for adult learning, as
distinct from pedagogy for children. Unfortunately scmething of a
gimmick in current literature, the word can be appreciated for its
intent. Knowles brought attention to certain determinants of education
and to their different characteristics in the separate worlds of adults
and children. Identified by Krxwles and others as determinants of
learning are the following, fram among many: self-concept, motivation,
experience, perceptual ability, self-appraisal, goal orientation, and
interaction style.1 0 Collectively, these determinants exercise great
influence on learning. They reflect the fact that the learning process
is related to how learners relate to society and bow they relate to
themselves.
It is in these two areas involving self and others that
major differences between adult learning and child learning are found.
Te self-concept in children is one of dependency, because children
actually are dependent.
Adults, too, may be dependent, but they
conceive of themselves otherwise and, in any event, are less dependent
than children. Adult claims of autonoW are more secure and valid.
In a program of education, the adult self-concept supports self-initiated
goal-setting, questioning, and learning activities. Children require
closer direction. Similar comparisons can be made in the other areas
listed above, but will be mentioned here only briefly.
A major part of an educational effort geared to children is encouragement
of motivation toward a given learning task. The very presence of an
adult in a program ray be taken as evidence of motivation, owing to his
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higher level of relative autonoW. It may be assumed that the adult
can exercise considerable freedom in setting his own course of study.
"Experience" has become an abused word. There has been an inclination
in some current literature to equate "experience" and "education"
rather iniiscriminately. One example of this is the reckless awarding
of academic credits for what is called "life experience".
Negligence
in distinguishing different types of experience has important implications
for education which is py esumed to follow principles of andragogy.
In planning an educational course of study, it is vital to make the
proper distinctions among types of experience. The young have
experiences which must be considered to be limited in breadth, variety,
and educational meaning when compared with the rich network of
associations of adulthood. Since experience helps to determine how
learning tasks are perceived, these differences between adult and
child perceptions must be taken into account. The notion of planning
itself implies a sense of the future which is conferred by maturity.
The objective of discussing these differences in conditions which have
an effect on learning in children and adults is not to support the idea
that the learning itself is fundamentally different in the two groups.
The point to be made is that conditions which influence learning are
different for children than they are for adults. Programs in higher
education ought to reflect these differences. Yet, instead of changing
the programs so that they are designed on the basis of what is known
about these differences, traditional programs create conditions such
that adults are required to approach eoaucation as though they were
children. It is the most striking difference between traditional
programs and continuing education programs and yet, the traditional
programs still dominate the academic hierarchies.
Social work education has taken advantage of sane of the strengths of
social agencies to teach the profession. Usually, agencies are used in
a measured way for field instruction, with agency-based supervision, but
with all major controls remaining in the hands of campus faculty. The
camnon ccmplaint of field faculty is that classroom faculty do not
consider the field instructors to be "real" faculty. Curriculum,
evaluation, placement, and virtually every other significant area of
program decision remains securely on campus. This division of authority
and prestige has been remarkably resistant to the common knowledge that
students consistently evaluate field work as the most interesting and
most useful part of their education for social work.
Programs in continuing education take greater care in dealing with
conditions for adult learning.

They also operate on a far more
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collegial basis with practitioners than do traditional programs.
Although continuing education is widely viewed as a substitute for
"real" education, its potential strengths in modern society clearly
seem to outweigh those of the traditional campus programs. The
differences between the theoretical and the applied are acknowledged
in both types of programs. However, in traditional programs, the
differences are addressed competitively, while they form the basis for
collaboration in continuing education.
The two types of programs may be compared in terns of several areas.
A few of these are: focus, resources, methods, reward system,
evaluation, and applications of learning. They are selected for
purposes of illustration.
The focus of traditional programs of education in social work is
general, dealing with concepts and abstractios. The body of knowledge,
values and skills prepares broadly for social work practice, from
social planning to casework. The broad focus of these programs is
shown in the increasing use of the term "generalist" by which schools
identify their graduates. Agency-based programs favor a focus which is
job-specific, aimed at measurable change within a short time.
Resources vary within each setting, class and field. A university
campus offers extensive libraries, concentrations of scholars and
authorities in various disciplines, and an atmosphere which is conducive
to reading, discussion and reflection. Agency resources include
concentrations of task specialists, opportunities for immediate
application of learning, and an atmosphere which is conducive to decision
and action.
Although methods are limited by resources, those limits almost always
allow great latitude for differences in style. Nonetheless, campus
programs remain strongly didactic, with an emphasis on listening,
writing, reading, analysis, and delayed action. Agencies must favor
decision and action based upon limited knowledge, with evaluation based
upon the actions themselves rather than upon the reasons for which the
actions are taken.
Rewards follow the same lines. Learners in traditicnal programs are
sorted and graded according to measures of abstract reasoning, usually
displayed in written and verbal expression. The rewards themselves
are written and verbal acknowledments of satisfactory performance.
Agencies evaluate applications of knowledge in specific situations,
and also evaluate the nature of interpersonal relationships with
fellow practitioners and various authority figures. The agency is
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more likely to include tangible recognition of success in the form of a
promotion or increased salary. The agency values action, or application
of I-owledge which always must be deferred in traditional programs.
In continuing education programs, these differences, which are really
different strengths, are combined. This fact gives them an appeal to
the adult learner which seems to grow as students proceed through
higher education, according to a recent survey conducted in New York by
that state's Education Department. It found that "the higher the level
of education attained, the more likely an individual was to seek out
continuing education opportunities. I A
similar finiing was found
12
sometime earlier in a nationwide study.
Despite the fact that the appeal of continuing education programs
seems to be growing most rapidly among the most educated, these
programs remain peripheral in the professional education of social
workers. Because of this, great opportunities for enriching that
professional education are lost. As a rule of thumb, the greater the
variety of learning experiences, the more potentially rich the education.
Evaluated in terms of educational potential, continuing education
programs appear to offer the best opportunities for theory-practice,
campus-comnunity linkages.
An additional bonus is that continuing
education programs seen to be the most cost-effective.
Answers to the puzzle of the curious relationship between traditional
professional education and continuing education in social work do not
lie in questions of quality, as once they may have done. Rather, the
answers may involve the shifts in power which inevitably would follow
dramatic changes in accepted patterns. One respected national commission
on education published a report containing the observation that:
"One of the major threats people on campus feel
when a major change is proposed is some diminution
of institutional autonomy, even though that
autonomy is seldom used for productive alteration
of program or mission. Autononmy is interpreted
13
as the right to do nothing.",
In these power struggles, continuing education may be used by various
groups for their own special purposes. One such use would be to meet
the university's caniunity mission or responsibilities with a minimum
of effort or change. The breadth, scope and flexibility of continuing
education lends itself to such use and, paradoxically, keeps it from
full-scale adoption into social work education. For example, programs
may be carried to the poor or otherwise disadvantaged in placts remote
from the campus, thereby avoiding the necessity of bringing them "home".
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By keeping continuing education separate, it may be seen as a valid
educational service performed for the community without contamination
of "serious" study.
In this way, it is possible to "balance the ivory
towg capus experience with practical.., experiences", as lressel puts
it.
Even more instructive is his way of classifying continuing
education experiences.
They may, he notes, bq "vocational" or they may
"simply broaden the student's understanding."5
Placing the programs at a permanent remove from traditional program
prevents tampering with ancient prerogatives.
Such a use of prcgram
may be considered contirning education as political or academic
strategy.
However, the strategy cuts both ways.
More imaginative
faculty have found that continuing education provides a path around
entrenched senior faculty. Subject content and teaching techniques
can be tried and adopted which never would emerge from the usual
labyrinthian procedures of committee and administrative approval for
curriculum change.
A similar buffer against change may be the recreational and entertairmnt
uses of continuing education, especially in those educational programs
available to older people.
It is better, if change is to be avoided,
to involve people in entertairment than in professional education, since
the level of engagement is much lower in the former.
It is reasonable
to predict demands for sweeping change if large rumbers of pensioners
between the ages of 38 and 55 flooded traditional programs.
The
educational upheavals resulting from the influx of mature veterans
after World War II provide a memorable example.
In the case of the
veterans, their numibers were limited and traditionalists could count
on the pressure being time-limited.
Once the gates are open to the
new group of independent, mature learners, there is no end in sight.
Ultimately, methods and objectives presently identified with continuing
education will become an integral part of social work education, if not
central to it.
Tt will be used for more than "to meet specific
"1 7
selected need" 1 or as a "bridge to the school of social work
This change will grow organically out of desires and plans to provide
better professional education, or else it will develop from fear which,
as Emerson wrote, is a teacher of great sagacity.
Tere are "traces
of collaboration and cooperation", but the "primary mode" by which Jhe
two kinds of education approach each other is "still
competitive".lo
Changes will come about from the pressures of determined curriculum
planners or they will be forced "by one of the most innovative agents
around", which the Carnegie Commnission identified as "the threat of
going out of business." 1 9 Continuing education as an essential and equal
partner in social work education will come through planning or coercion.
Which way it comes about depends upon how fast university faculties can
learn.
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ABSTRACT
The concern of this paper is a systematic examination of one of
the major social structures developed to foster the growth and regulation of the knowledge construction enterprise in social work-the
professional journal. The foci of the analyses are: 1) the normative
criteria of editorial board members, 2) the characteristics of the
editorial judges, and 3) the factors which influence editorial decision making.

The achievements of science are etched on the pages of the professional journals. To execute the activities required for publication the professional journals have organized editorial boards. From
their origin editorial boards have been responsible for defending
the scientific literature from charlatans and the like, through the
screening out of inadequate or improper contributions. However, with
the accelerating demands on limited publication space, especially for
the social sciences, editorial boards have come to shoulder a more
difficult assignment. In addition to maintaining legitimacy, editorial boards are now responsible for determining standards for the
levels of excellence required for publication. The quality of judgement of editorial board members fashion the aesthetic character and
methodological precision of the scientific literature (Garvey and
Griffith, 1971).
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In this discussion I will examine three interrelated components
of the journal publication enterprise in social work, psychology and
sociology. The primary focus will be on the social work journals,
with the other journals serving as a comparative backdrop. The first
part of the discussion examines the criteria used by editorial board
members in determining which articles are to be allowed to appear in
their journal. The second part of the discussion involves an examination of the distinctive qualties of the editorial board members
who serve as the panel of judges for the journal, What characteristics give these individuals the "right to sit in judgement"? The
last issue requires extending the second part of the discussion and
asking what factors determine the influence of those who serve. What
are the determinants of power in the halls of editorial review in
social work?
The field of social work has less than ten national professional
journals. These few journals shoulder the vital function of selecting out the best 15 to 20 per cent of submitted manuscripts for publication. Through publication the social work journals provide two
additional functions to the growth of the profession. First, the
journals disseminate the most important contributions to the professional audience. Second, the accumulated journal literature becomes
the archive for the professional knowledge base.
The performance of the social work journals in providing these
functions has not been subject to critical empirical examination.
There are several reasons for this paucity of investigation. Perhaps
most important is the emense power journal editorial boards are able
to exercise. Critical discussion of those in authority could lead
to deliterous consequences for the critic. There are other reasons
of a less political nature.
The Selection of Manuscripts
Professional journals are governed by editorial boards. The
journal editorial boards serve as a filtration system for both the
dissemination of ideas and the construction of knowledge. The first
concern of this study is to examine how effectively the filtration
system functions. The answer to this question has important consequences for the progress of science. Cole and Cole (1973) indicate
that the success of the scientific community is greatly determined,
both in terms of the quality and productivity of discoveries, by the
effective functioning of the stratification system of science. Since
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the dominant structure monitoring movement within the stratification
system of s6ience is the organization of editorial boards, the effective functioning of the scientific enterprise is, in large measure,
determined by the performance of journal editorial boards.
Research Values:

Elements of the Normative Criteria

... there does appear to be a relatively high level of
concensus as to what constitutes outstanding work, what
are important problems to be addressed, and what are
acceptable empirical techniques for testing scientific
theories. (Cole and Cole, 1973:77)
The weight of available data indicate that the normative criteria
of science is the set of factors which most critically influences
editorial decision making (Wolff, 1970; Bowen, et al., 1972; Wolff,
1973; Gustin, 1975). My interest in this section is to examine the
elements and structure of these normative criteria.
The Research
Among journal editors there exists a spectrum of values concerning scientific craftsmanship. To examine the elements and structure
of this spectrum I conducted a self report survey of journal editorial board members' emphases when reviewing a manuscript (Lindsey and
Lindsey, 1977).
The data revealed wide differences in emphasis on each of the
component values among the board members. The distribution of items
preference by the editors is displayed in Table 1. The data indicate
a wide divergence in emphasis among the elements of the normative
criteria (examine the standard deviations), Clearly, there is a
limited consensus on the importance of the core normative criteria.
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TABLE 1.
JOURNAL EDITORS' RANKING OF THE NORMATIVE CRITERIA
FOR SCIENTIFIC CRAFTSMANSHIP

Criterion*

Mean

The value of the author's findings to
the advancement of the field.
The grasp of the author's research
design on the question investigated.
The theoretical relevance of the
question investigated.
The scholarship demonstrated in the
article.
The creativity of ideas in the article.
The presence of original empirical
evidence.
The sophistication of the author's
research methodology and data
analysis.
The relevance of the article to the
journal's focus.
The ethical sense demonstrated by
the author.
The value of the article's findings to
the affairs of everyday social life.
The entertainment quality of the essay.
The background and reputation of the
author.**

Standard
Deviation

5.817

1.353

5.560

1.362

5.418

1.443

5.392
5.185

1.524
1.469

4.957

1.588

4.342

1.678

4.249

1.689

4.140

2.064

2.889
1.510

1.878
1.068

1.332

.864
(N=265)

*Criteria are displayed in rank order.
**The policy of anonymous review employed by the majority of journals may be responsible for much of this rating.
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Approaches to Knowledqe Buildinq Across the Disciplines
To examine the methodological emphasis of journal editorial board
members across disciplines the editors responses to the methodological preference question were cross tabulated with the separate disciplines. The results are displayed in Table 2.

TABLE 2
THE METHODOLOGICAL PREFERENCES OF JOURNAL EDITORS ACROSS DISCIPLINES

Place a Greater Emphasis
on Qualitative Methodology.

RESPONSE

FIELD of JOURNAL

Strongly agree
Agree
Unsure
Disagree
Strongly disagree

Sociology

Social Work

Psychology

4(5.0%)
9(11.3%)
16(20.0%)
37(46.3%)
14(17.5%)
80

23(30.0%)
25(32.5%)
8(10.4%)
15(19.5%)
6(7.8%)
77

9(11.5%)
19(24.4%)
14(17.9%)
19(24.4%)
17(21.8%)
8
2
N = 235

Chi-square = 43.094
Significance under .001 with 8 df
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The data indicate a significant difference in methodological
preference across disciplines. The major difference is the stronger
qualitative emphasis among social work editorial board members.
Social work professional journal editors express a predominantly
qualitative emphasis. The opposite is the case for both sociology
and psychology journals.
The difference in methodological preferences among the disciplines may primarily derive from the nature of their subject matter.
More specifically, the significant difference among the disciplines
here may be the result of the status of research in the social work
profession (Germain, 1971). Aaron Rosenblatt (1968) examined the
utilization of research among social workers in agencies and found
research findings were eschewed by practitioners. When confronted
with a difficult case, social workers look to research as the least
useful preparation for their actual job performance (Rosenblatt,
1968: 56; Kirk et al., 1976). Aaron Rosen (1969) has indicated that
the relation between editors and readers is reciprocal. In this
sense, by not publishing empirical research social work editors may
have been instrumental in creating an audience unreceptive to empirical research. In addition, Rosen points out that editors withdraw
a primary reward for motivating empirical research, i.e., publication, and by so doing create a social climate which is not condusive
to research. Social work journal editors may be responding to the
proclivities of their professional audience by orienting their publication decisions to the desires of their readers.
There is evidence to suggest that recognition of simple statistics even among social work researchers is marginal, if not critically inadequate (Weed and Greenwald, 1973). The problematic talent
in simple statistics among the specialized group of social work researchers studied by Weed and Greenwald suggests either an inadequate
preparation in research or an unsympathetic posture toward quantitative methodology. Several authors have lamented these influences
on the current status of research in social work (Khan, 1973; Rosenblatt, 1968; Germain, 1971;Loeb, 1960).
Limitations of the Data
Knowing the criteria editorial board members utilize in the review process doesn't tell us very much. This is because it is in the
application of the criteria where the greatest variation emerges
(Bowen, Perloff, and Jacoby, 1972; McReynolds, 1972; Scott, 1974).
There is a wide divergence in judgement that results from the applica-
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tion of consensually agreed upon criteria, In brief, knowing the criteria for judging manuscripts will not tell us all that much about how
manuscripts are accepted or rejected.
The identification of the normative criteria represents a necessary first step for this study of the operation of professional journals. In the next section the focus shifts to the criteria for the
selection of the editorial board members or manuscript judges.
EMINENCE AND EDITORIAL BOARD MEMBERSHIP
Previous discussion has suggested that editors are characterized
by the distinction of their own work and by their expertise in the
area under review (Zuckerman and Merton, 1971; Cole and Cole, 1973;
Gustin, 1975; Lindsey, 1976). If editors are so characterized we
would expect to find evidence of this by examining the accomplishments
of a sample of editorial board members.
Determination of Quality
In the process of assessing the quality of a submitted manuscript
the editorial referee employs the normative criteria of scientific
craftsmanship. There is common agreement among reviewers regarding
the normative criteria against which to judge a manuscript submitted
for publication. However, there is little known on exactly how these
criteria are applied in the review process. Studies on interrater
reliability in this judgement process have been discouraging.
The role requirements of editorial board membership necessitate
that member selection criteria include as a basic requirement a record of proven ability to execute high quality scientific work or
scholarly inquiry. The editors of the journals included in the earlier mentioned cluster sample were surveyed to determine the criteria
their journal employs in the selection of board members. All but 3
of the editors responded. The most frequently and consistently mentioned criteria referred to the expertise and record of high quality
performance of the candidate.
Research Design
I conducted an investigation of the accomplishments of the editorial board members from the cluster sample of journals used in the
previously mentioned study. The effort of this investigation was di-
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rected toward collecting data on each individual board member concerning:
1) the number of books, articles and monographs produced,
2) the number of citations these works had received,
3) the type of current professional assignment and
4) the highest degree the individual had attained. The
analysis of this unobtrusive data should prove useful in examing the
composition of editorial boards and their function in the knowledge
construction enterprise.
Findings
The data in Table 3 present the major findings of the survey of
the archival data sources. The most obvious findings is that the social work journal editorial boards are consistently composed of individuals who, in comparison to the editors in sociology and psychology, are not distinguished by the excellence or volume of their own
contribution to the knowledge base of the field. This presents a
problem only to the extent that the editorial board members "sit at
the control panel" of the scientific enterprise in social work. The
background assumption (as stated earlier) is that social work's knowledge base is scientific. At the bed rock of this assumption is the
question of how knowledge is to be validated in the profession. I
believe the methodology for building, examining and validating knowledge
in social work has to be scientific. The effort of the following
analysis beqins from this fundamental assumption.

TABLE 3
MEDIAN MEASURES OF PRODUCTION AND QUALITY OF CONTRIBUTION
TO KNOWLEDGE FOR JOURNAL EDITORIAL BOARD MEMBERS IN
PSYCHOLOGY, SOCIAL WORK AND SOCIOLOGY

PSYCHOLOGY
J. of Abnormal Psych.
J. of Applied Psych.
J. of Counseling Psy.
J. of Educ. Psychology
J. of Pers. & Soc. Psy
Overall
SOCIAL WORK
Child Welfare
Clinical Soc. Work J.
J. of Ed. for S. Work
Social Casework
Social Work
Social Service Review
Urban & Soc. Change R.
Overall
SOCIOLOGY
American Sociologist
American Soc. Rev.
J. of Health & Soc. B.
Sociology of Education
Social Forces
Social Problems
Overall

Total Product. Total
Doctoral
N Article Index Citation Degree
20
21
26
15
19
101

5.0
6.1
6.6
10.7
10.3
8.5

14.6
13.8
13.1
16.3
16.7
15.0

10
.1
17 2.1
19 1.1
14
.9
26 2.7
7 6.0
15
.1
108 1.0

.1
4.5
2.0
1.0
3.5
7.5
.1
1.5

4.3
6.6
6.0
5.7
4.0
5.5
5.5

10.5
12.3
12.8
8.9
10.5
11.1
11.5

10
26
23
20
11
24
114

39.5
68.5
10.8
41.0
59.5
39.3
.1
3.3
.9
.8
2.0
6.0
.1
1.0
24.8
42.5
15.0
18.7
27.2
32.9
26.0

100

100
100
100
100
lO0
20
41
74
36
57
100
53
54
100
100
100
100
100
100
100

Corrected
Quality
Ratio
70.8
88.5
14.3
83.7
105.4
64.6
.06
2.65
.47
.68
1.00
8.49
.04
.64
32.3
67.6
19.1
29.7
47.2
72.8
37.0

Note. Total article= a summation of all of the board members' articles,
each divided by the number of authors for the period 1965-1974;
production index= a weighted measure of total production, including
articles, books, edited books and monographs; corrected quality ratio=
a measure of combined quality of performance of the editorial board
members in terms of citations to production. (See Lindsey [1976] for
further explanation of the measures.)
'The Editor of Child Welfare reports that, "Child Welfare has no editorial
board." Thus, the figures here represent the members of a Publications
Advisory Committee.
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There are a number of qualifications and careful interpretations
which need to be made to fully explicate these findings. In the remainder of this section the findings are elaborated taking into account the differing nature of the social work profession as a practice
profession and the problems of comparing it with the more academically oriented fields of sociology and psychology.
Production
Three of the social work journals record median article counts
of less than 1. For these journals the majority of the members on
the editorial board have never published an article which was abstracted by the major abstracting services. Most of the editorial board
members of the journals report involvement in the review process (see
Table 4). Consequently, the problematic issue here is the qualifications for judgement which these editorial board members bring to
their crucial decision-making task.
TABLE 4
NUMBER OF ARTICLES REVIEWED DURING THE YEAR BY
JOURNAL EDITORIAL BOARD MEMBERS
FREQUENCY
NUMBER
REVIEWED

Social
Psycholoqv

Work

Socioloov

Total

81

79

79

239*

V

Y

0

1 - 10
11 - 15
16 - 20
21 - 25
26 - 40
41 - 50
51 +

Median = 17
*The journal editors were excluded from this sample since they all
were responsible for at least a brief review of all articles.
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Quality of Production
Citation counts reveal a low relative showing among social work
editorial boards. Citation counts have been used by a number of investigators as a rough measure of the quality of an author's published works. The argument is that if an author's work is of high quality it will be used by others.
Citation measures are also a useful indicator of the cumulative
nature of knowledge. If the work occuring in a given field is leading to a cumulative body of knowledge then reference trails between
the work of the contributors will be left in the form of citations to
that ongoing work. Concern with the knowledge base in social work,
as well as in other fields, has often focused on the cumulative nature of knowledge in the field. The low citation count among social
work editorial board members is disturbing in this regard for it
suggests that among those board members who have published scientific
work, the social work contributions have resulted in less cumulative
knowledge.
To examine the quality of research produced, a corrected ratio
measure of citations to production was constructed. This measure
provides an indication of the ratio of citations to published work
corrected for volume of production. On this measure social work
editorial boards record the lowest scores.
On all of the measures used here, the social work editorial
boards consistently record low relative scores. The explanation of
this can be attributed to a variety of causes. One of the major explanations is found in the structural arrangements of the editorial
boards in the field. The editorial boards in sociology and psychology
are dominated by university based professionals. Only the editorial
boards in social work contain large numbers of non-university professionals (see Table 5).
Most of the non-university professionals on the social work editorial boards hold administrative positions (see Table 6). Further,
these administrative personnel record a surprisingly low performance
on all the measures of quality and quantityof scholarly and research
effort (see Table 7).
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TABLE 5
TYPE OF EMPLOYMENT SETTING OF JOURNAL
EDITORIAL BOARD MEMBERS

University
Psychology
Social Work
Sociology

Government

86
59
104

Private

6
18
4

7
23
3

N = 310*
*This information could not be located for 13 board members.

TABLE 6
TITLE OF POSITION EDITORIAL BOARD MEMBERS HOLD IN
THEIR EMPLOYMENT SETTINGS
Title of Position

Sociology
Social Work
Psychology

Assn't
Prof
7
12
2

Assoc
Prof
24
12
11

21

47

Full*
Prof
67
29
76
172

Administrator
0
34
1

Researcher
6
0
12

35

18

Direct
Service
0
5
2
7

N = 300
Several of the Full Professors held concurrent positions as Deans
or department Chairpersons which are administrative positions. The
categorization utilized here was selected in the interest of maintaining the university/non-university break while elaborating by
positions held.
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TABLE 7
MEAN ADJUSTED TOTAL CITATION
COUNT BY TITLE OF POSITITION
Title of Position

Citations*

Assistant Professor
Associate Professor
Full Professor
Administrator
Researcher
Direct Service

8.33
23.35
57.19
2.29
20.37
4.27
N = 300

Another unique feature of the social work editorial boards are
the presence of non-doctorate professionals. None of the board members in the sociology and psychology journals was without a doctorate.
Inspection of Table 3 reveals, however, that the percentage of doctorates on an editorial board does not record a consistent impact. Even
though the Clinical Social Work Journal had one of the lowest percentages of doctorates on its editorial board, it achieved one of the
highest scores on citation and production measures. The same inconsistent pattern is reflected on several of the other boards.
To retrace, the data reviewed here consistently indicate that the
individuals selected for editorial board membership in social work
have not achieved the scientific distinction required for board membership in other fields. This finding is important for the knowledge
construction enterprise in social work because the editorial board
members craft the decisions on what contributions should be added to
the knowledge base. The decision is even more critical in the competitive situation which exists in the social work field.
The editorial board members of social work journals are involved
in the demanding task of reviewing the large number of submitted manuscripts to select out the best for publication. The consequences of
the editorial board members' publication decisions are critical to the
validation and construction of a knowledge base in social work. As
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indicated earlier, the knowledge base in social work is primarily located in the journal literature. The editorial review boards select
what is to be included. The quality and power of judgement necessitated by the role responsibilities of editorial board membership requires the appointment of individuals characterized by their contribution and record of performance. The data reported in this section
indicate that the journal editorial boards in social work are not
staffed by the quality of distinction which is characteristic of
board membership in other fields.
DETERMINANTS OF EDITORIAL INFLUENCE IN SOCIAL WORK JOURNALS
How are the publication judgements of editorial boards constructed? Several studies have examined the possible intrusion of nonscientific criteria into the review process (Crane, 1965; Wanderer,
1966). Their findings have been inconclusive. It is difficult to
examine the editorial review process primarily because it consists of
the combined subjective and confidential review of prominent social
scientists. Objective measures of the activities of the closed editorial review board, especially as these measures might indicate the
application of particularistic standards have not been accessible. In
this section I will take a unique line of inquiry on the question with
several indices derived for the most part from publicly available data.
It would be impossible to map out, isolate and control the wide
variety of influences on editorial decision making (Bowen, et al.,
1972; Whitley, 1970). Unable to examine these factors directly, I
will approach the question indirectly and from a somewhat different
angle.
Examination of archival data have indicated that on measures of
production and quality of contribution to knowledge editorial board
members at least from the fields of psychology and sociology are
characterized by their scientific achievement. According to the self
reports of editors, board members are primarily appointed on the
basis of expertise and distinction (Lindsey and Lindsey, 1977;
Benedek, 1976). Nevertheless, there is a variation of influence on
the review process among editorial board members. Not all board
members review the same number of manuscripts, postively recommended
on the same percentage of those reviewed, or have the same percentage of journal concurrence with their recommendations (see Table 4).
Since board members are appointed primarily on the basis of their
achievement, it would be expected that variations in editorial influence would be reflective of variations in distinction and achievement.

-236-

The above proposition lends itself to empirical examination. To
test this proposition I construct a measure of editorial power to use
as a dependent variable and then perform a regression analysis to determine the factors which account for variations in editorial board
members. To further explicate the analysis I will construct a path
diagram to trace how the effects of the independent variables are
transmitted.
Editorial Power
Editorial power is composed of the number of manuscripts an editorial board member reviews taking into account the frequency with
which she/he recommends postively and the number of times his/her
editorial board concur with the recommendation. In the Spring of
1975 journal board members were asked several questions to determine
their editorial power.
1. About how many articles did you review last year?
2. Approximately what percentage of the articles you
reviewed did you finally recommend for publication?
3. About what percentage of your suggestions for publication were followed by the journal?
With the results of these questions, a combined measure of editorial
power was constructed. By multiplying each of these components together, an index of the number of articles a reviewer was able to
assist toward publication, termed editorial power, is assessed.
editorial power = ( (N) * (R) * (C))

where N represents the number of articles reviewed during the year,
R represents the percentage of manuscripts recommended for publication, and C represents the percentage of times the journal concurred
with the reviewer's recommnendation.
Before proceeding with the analysis several comments about this
measure of editorial power are in order. To begin with, it might be
objected that since this index multiplies the number of manuscripts
reviewed by the percentage positively recommended, it would inflate
the score of easy reviewers and deflate the score of the more rigorous reviewers. This criticism rests on the normative assumption
that more rigorous reviewers should not have their measured influence deflated by their lower percentage of positive recommendations.
The validity of the editorial power index, as it is meant here, does
not rest on this normative assumption. The editorial power measure
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is a composite empirical inde of an editorial board member's ability
to assist manuscripts toward publication (see Lindsey, 1977 for further discussion).
The organizational apparatus which should correct for this possible inflation or deflation of editorial power is the office of the
editor. Since most of these board members have had extensive review
experience and are well known by their editors, the inflated or deflated rate of positive recommendations should be corrected by the
rate of journal concurrence (both rates, by the way, are included in
the editorial power index).
FINDINGS
Normative theory in the field of the sociology of science proposes that a scientist's work ought to be judged primarily for its
scientific merit by universalistic standards as it moves through the
screening apparatus of the social stratification system of science
(Merton, 1957: 550-561; Parsons, 1951: 335). The concern here is to
examine data which provide an indirect empirical test of the normative
theory as it applies to the scientific enterprise in social work.
Within this large theoretical concern, the specific task of this analysis is to identify and assess those factors which best predict the
degree of influence an editorial board member excercises in the manuscript review process. To assess that influence a regression analysis on the editorial power index was performed.
The independent variables in the analysis included the several
measures discussed earlier (i.e., production, citations, doctorate,
etc.). Three of the independent variables were categorical. However, each of these categorical variables broke into natural dichotomies thus permitting their introduction into the regression analysis as dummy variables. In addition, a factor score of "qualitative orientation" was included as an independent variable (Lindsey
and Lindsey, 1976, pp. 11-17). To control for curvilinearity, two
of the independent variables (production and citations) and the dependent variable were log (base 10) transformed (Edwards, 1976; Blau,
1973, p. 40).
THE REGRESSION ANALYSIS
Initially data from the fields of psychology, social work and
sociology journals were examined together. However, subsequent analysis of the fields independently found large differences. Conse-
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TABLE 8
DETERMINANTS OF EDITORIAL POWER
FOR SOCIAL WORK JOURNALS
Beta
Weight
Administrator
University Based
Doctorate
Production Index
Citations
Qualitative Orientation
R=

.201
.453
-.040
.319
.064
.368

Simple
Correlation
-.323
.458
.313
.394
.297
.415

39

quently, only the data from social work will be examined here. Table
8 displays the beta coefficients which resulted from the regression
analysis. The zero-order coefficients are displayed along with the
beta weights in order to permit an exploration of casual explanations.
The standarized beta weights from the regression analysis are
inconsistent with the proposition from the normative theory of science that measures of the volume and quality of scientific work
should determine the degree of influence an editorial board member
will exercise in the review process. The most influential variable
in the analysis is university base affiliation. This suggests that
controlling all other variables, the factor of university affiliation exerts a very powerful independent influence. Although there
is a moderate zero order correlation between editorial power and the
possession of an earned doctorate, when other variables are controlled this influence is diminished.
The second most influential variable was the "qualitative orientation" of the individual board member. This is consistent with the
finding that editors in social work express a greater qualitative
emphasis than in other disciplines. The fact that qualitative orientation exerts such a strong independent influence suggests perhaps
unwarrented bias. The production index which indicates quantity
of published work controlling for quality, exerts a moderate positive influence. Thus publication production, irregardless of qual-289-

ity, results in greater influence in the editorial review proceedings.
Administrative status exhibits a reversal of influence when all other
variables are controlled. That is, although it records a moderate
negative influence as a simple correlation, when other variables are
controlled it records a small positive influence. Here it appears
that administrative status exert a strong independent influence. The
shift in influence between the beta weights and zero order correlations for administrative status, possession of doctorate, and citations highlights the need to more carefully examine the network of
influence among the independent and dependent variables.
In order to more carefully explore the network of influence of
the independent variables on editorial power, a path analysis was
computed (Blalock, 1971, pp. 73-151; Kerlinger and Pedhazur, 1973,
pp. 305-331; Leik, 1976). The path analysis allows for tracing out
the paths through which the independent variables exert their influence on the dependent variable. In addition, one problem with the
regression analysis is the use of a composite index to measure the
dependent variable. Following the suggestion of both Otis Duncan
(1966) and Warren Solomon (1976), the dependent variable was decomposed. The path diagram calculated for the social work editors is
seen in Figure 1. The decomposition of the dependent variable is
found in Figure 2. (see path diagram next page)
The path diagram conforms to much of the earlier regression analysis. Production exerts a small direct influence on both the number
of articles reviewed and the suggest for publication rate. However,
production exerts its strongest direct influence on the recommendations accepted rate. In contrast, citations only has a small negative impact on the recommendations accepted rate. This would suggest
that the journals as a whole are responsive to visible evidence of
production (number of publications) but not to the quality of that
production ( the frequency of citations).
The influence of an administrative position is transmitted
through the higher rate of suggesting favorably for publication.
Likewise, university affiliation registers its influence directly
on the rate of favorable suggestions. This suggests that controlling
the other factors associated with university affiliation (i.e., production and quality of scientific work), there is a large direct influence toward higher rates of favorable recommendations.
The qualitative orientation factor score transmits its influence
through moderately positive paths to both suggest for publication rate
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and recommendations accepted rate. This would indicate that the qualitative bias of social work editorial boards doesn't emerge until the
second stage of the review process. Further, there is a small positive influence of qualitative orientation on the number of articles
reviewed.

/

Articles

Reviewed
cC4

Suggest for
Publication

S/3

.429

Editorial
Power

Journal
\i Concurrence

\.

Figure 2.
Decomposition of log editorial power into
its components
social work journals.
Note: Editorial power is multiplicative composite index of three
components. To assess the additive contribution of each component
to the composite index, all components and the composite index were
log (base 10) transformed. The path coefficients between the separate components and the composite index were then computed according
to the formula presented by Duncan (1966, pp. 124-125).
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The data indicate the limited utility of normative theory in accurately predicting the operations of editorial boards in this field.
Citations which should, according to theory, be of primary influence
has only a small positive influence. Instead of universalistic criteria being primary, it appears that a strong qualitive bias prevails.
The positive influence of production on the components of editorial power would suggest that when editorial power is taken into account, there should be an increase on the measures of scientific contribution for editorial boards. To determine if in fact there is a
difference on the measures of production and quality of scientific
work among board members when influence in the editorial review process is taken into account, weighted values of the measures in Table
7 were calculated. The revised measures reported in Table 7 represent
the median scores on these measures when the cases are weighted by the
editorial power score. The results indicate that the social work editorial boards as a whole make use of the best talent available to
them. That is, when editorial influence is taken into consideration
the production and citations measures consistently increase for the
journals as a whole.

TABLE 9
MEDIAN MEASURES OF PRODUCTION AND QUALITY OF CONTRIBUTION
TO KNOWLEDGE ADJUSTED FOR EDITORIAL POWER FOR BOARD
MEMBERS IN SOCIAL WORK.

Total
Article
Child Welfare
Clinical Social Work Journal
C. of Educ. for Social Work
Social Casework
Social Work
Social Service Review
Urban & Social Change Review
Overall

Product
Index

Corrected
Total
Quality
Citation
Ratio

0
2.3
.8
1.3
6.3
5.2
.1

0
6.9
1.5
1.3
6.9
3.4
.1

.2
3.4
.2
1.3
6.2
5.3
.2

.00
2.71
.01
2.00
5.90
4.33
.14

3.0

4.3

2.1

2.19

N = 79
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When the journals are examined individually the data indicate
that several of the boards make the best use of available talent.
Social Work for example, increases by almost three fold its score on
the measures of production and citations when editorial power is taken
into account. In contrast, Journal of Education for Social Work and
Social Service Review both record reductions. It appears that most
of the overall increase on these measures came about as a result of the
journal Social Work. Since Social Work appoints a number of board members to achieve regional, sexual, racial and religious balance, it
might be questioned as to whether such appointments result in different
review decisions for the journal.
Final Remarks
In 1915 Abraham Flexner wrote:
A"profession must find a dignified and critical means of expressing itself in the form of a periodical which shall describe in careful terms whatever work is in progress; and it must from time to time
register its more impressive performances in a literature of growing
solidity and variety. To some extent the evolution of social work
towards the professional status can be measured by the quality of publication put forth in its name."
(Abraham Flexner, 1915;590)
With this analysis I have examined the publication review process
among the major journals in social work. The data indicate a strong
bias in favor of qualitative methods of building knowledge. This bias
partly reflects the powerful humanistic current which runs throughout
the social work profession. However, the qualitative bias can at
times be antithetetical to the quantitative spirit of science. Several studies have found a major resistance to empirical research in
the practice settings of social service. This resistance is reflected
among the editorial boards examined in this study.
In addition, social work has emerged with editorial boards controlling the major professional journals with a view toward remedial
education, entertainment, and reaching the widest circulation. The
scientific obligation carried by professional journals in the other
social sciences has been left stranded except for one or two journals
in social work. The staff of the editorial boards in social work are
not comparable to those who staff the editorial boards in other fields.
Even though several of the journals seem aware of this fact and over

utilize their scholarly and scientific members, this is a limited
compensatory approach. What is needed is a policy on the appointment of review board members tothese critical positions which takes
into consideration the scientific knowledge building function of the
professional journals.
A number of individuals have provided critical comments on an earlier
version of this paper. I would like to thank Martin Bloom, Floyd
Bolitho, William Butterfield, Arlene Kaplan Daniels, Joel Fischer,
Edwin Fleishman, Tom Gabe, William E. Gordon, Jacqueline J. Jackson,
Alfred J. Kahn, David Katz, Shanti Khinduka, Paul F. Lazarsfeld,
Leslie Leighninger, Deborah McDaniel-Lindsey, John Morris, Martha N.
Ozawa, Robert A. Porter, Aaron Rosen, William Short, LeRoy Schultz,
Paul Stuart, and Morris Zelditch, Jr. for their comments and suggestions.
I have not been able to incorporate all the diverse suggestions
nor to heed all the critical comments received. The limitations
and errors within this paper are, therefore, my own.
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Carol O'Connell is twenty-one years old. She is an undergraduate
student majoring in Sociology and Social Welfare at Rhode Island
College. She is dying of leukemia. This is a final paper, written for a course in Human Development and Social Structure. Carol
explained that she made it an opportunity to sort out those feelings and processes which she wanted to understand more fully. Having done this, she felt it was important to inform faculty and students in the department about her impending death. She spent the
better part of a day at the end of last semester talking and helping us to cope with our own grief and rage. She has consented to
share her experience with you as professional collegues.
Eunice Shatz
Professor of Social Welfare
and Sociology
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DESTINED TO DIE

Carol O'Connell
Dept. of Sociology and Social Welfare
Rhode Island College
From the moment we are bornwe are destined to die. Death is
a part of the life cycle, an inevitable outcome of life that brings
closure to a life story. I
While it is true that our own death is inevitable and something that we must face eventually, many people think of it as
happening in the distant future, at an old age, and to be considered seriously until then. For some who have had loved ones die
in their lifetime, death is more familiar, and a paiful reminder
of their own finality -- a thought that is to be dismissed quickly
from the conscious mind. For others, death is not something that
can be quickly dismissed, because it is staring them right in the
face and forcing them to confront not only what they don't want to,
but something that they know so little about. This is the dilemma of the terminally ill.
It is my belief that if society were better able to cope with
death, then perhaps the individual would be better prepared for his
own death. Death has always been distasteful to people because it
is such a frightening happening. 2 It is such an unpleasant and
painful topic that no one wants to talk about it and discussions do
not easily surface. How are we ever to understand it if it is never
discussed? Perhaps we will never understand it fully, but we can
at least try to prepare ourselves and others.
It hasn't been until recent years that death has been brought
"out of the closet" and challenged. For instance, the medical profession is slowly recognizing the need for human relations skills
in conjunction with scientific know-how. The clear, if unwritten,
goal in the institutions where most of us will die has been: improve the patient's health, or if he is terminal, keep him quiet
and comfortable until the end. 3 No matter what, I believe a human
being deserves more than just efficient physical care.
He shouldn't
be treated as a thing, but rather as a person with feelings and

-iii-

emotional needs that must be met. In many instances, a person's
emotional state has a direct influence on his physical state. Perhaps if medical staff were taught to be more in tune with people's
feelings, it would be helpful for them as well as their patients
when treating them. We might also consider introducing "death and
dying" courses in our educational curriculum, whereby we could become more familiar with something we know so little about.
It is often hard for us to examine our own attitudes toward
death and dying if we have not in some way been connected with it.
If most people are lucky, they will never have to confront death in
the abrupt way the terminally ill must -- they are usually told
their days are numbered, and the realization of their impending
death slaps them directly in the face. I have had friends and relatives close to me die and on those occasions have thought about
my own death, but only briefly. I can remember many times saying,
"We're all going to die someday and when my time comes I hope it
will be fast, painless, and at an old age."
Unfortunately for me, I don't seem to be able to cling to those
words anymore; my wish doesn't look as though it will be granted.
Why? Because I have been diagnosed as being terminally ill, and
like others in similar situations, my days are numbered. So, people have asked, "How do you face dying; how do you cope with knowing you have a terminal illness ... ?" At a time earlier in my
life, I probably would not have been able to offer any answers because I simply did not know. It all happened too fast and being
forced to face my own death has caught me off guard. My thoughts
and emotions are extremely inconsistent because they vary according to my moods. There is one thing that I am certain of though....
I have never known such fear or lived with such anxiety as I have
been living with for the past year and a half.
In her book, On Death And Dying, Elisabeth Kubler-Ross describes five coping mechanisms used by terminally ill patients in
dealing with their own dying:
denial, anger, bargaining, depression, and acceptance. Of course these five stages are often used
by people facing some sort of stress situation that requires coping or adjustment (such as the loss of a friend or relative, or a
dissolved relationship), but they are used here to illustrate best
how a person learns to cope with and face the inevitability of his
own death.
When I first read the five stages Kubler-Ross describes, I was
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shocked and infuriated. I thought to myself, "How could anyone sum
up people's reactions to facing death in five steps?" After all,
I was an individual -- unique -- certainly not one who could
fit into such a mold. Furthermore, I resented the fact that anyone
could predetermine my feelings and actions before I had acted them
out -- or could I not see that I was acting them out even then?
The stage was certainly set; I was forced to confront my own death.
Now I was expected to play the correct role as determined by the
situation. And play the role I did, just as if I had been reading
a script word for word. Often times we are so caught up in the situation that we are blind when it comes to seeing ourselves acting
out a role, and we usually need others to open our eyes for us. I
will attempt to trace the five stages of coping that Kubler-Ross
describes by looking at my own life.
First Stage:

Denial

About twenty-one months ago, I made a trip to the hospital for
what I thought was a case of appendicitis and possible anemia. Dozens of tests were performed, but no one could seem to tell me what
the problem was because it was not known -- or was it? Doctors
have a wonderful way of neglecting to tell their patients much
about their health -- especially when it is bad news -- because
they want to protect them. By and large, physicians have in recent years sought to protect the dying from becoming aware that
their fate is sealed.4 They use such excuses as "the patient is
not up to hearing bad news", or "the patient is not strong enough
right now to cope with the news." Well, for two months I was given
the run-around; I was irritated and very impatient, and demanded
my doctor tell me everything regardless of the results. Nobody
(the doctor nor myself) dared to mention anything about a fatal
disease. Though I thought about that possibility, I quickly rejected it because it just couldn't happen to me. After all, those
things happened only in the movies.
Finally, one day I got a call from my doctor telling me he had
some news about my problem, but he would not discuss it over the
telephone -- please come over. For some strange reason, people who
know me well always try to anticipate my reaction and prepare themselves accordingly. Unfortunately, my doctor did not know me very
well and was very unprepared for my reaction. When I saw him, I
demanded to know everything and proceeded to tell him he was not
to leave the slightest detail out. Much to my dismay, he did in
fact tell me everything, especially the things I really didn't
want to hear. "We got the results from the tests ... not good ...

a type of cancer

... leukemia ... prognosis .;. you probably will

not make it to your twenty-first birthday ... " He talked more
about treatments, remissions, hope, etc., but I had long ago shut
him off when I heard the dreadful news; that was all that was important at the time.
My first reaction was indeed very predictable. I was in a
state of shock -- I couldn't cry, laugh, or scream. I just sat
there in disbelief. The first words out of my mouth were, "You've
got to be kidding; there must be a mistake." I didn't want to hear
it! At that point it seemed as though every goal and dream I wanted to pursue was shattered, because I'd never have the time to complete all I wanted to do. Although I often look at the denial stage
as the shortest of all, I still find myself slipping back into it
from time to time. I still sometimes find myself saying, "This is
a bad dream and when I wake up everything will be alright." But
I wake up and everything is the same as before; I still have that
black cloud hanging over my head and the inevitable truth still
looks me straight in the face. As much as I sometimes want to run
and hide, there is no escape.
The denial continued in another way as well. For months I
did not tell my family about my condition, and shared the truth
with only a handful of people. For the longest time I tried to
sort out my feelings about why I did this, and came to the conclusion that it was a combination of several things. I tried to protect my family from pain (and I let them down by doing so), and I
was also very scared. I was afraid that if I told other people,
they would pity me and that was the one thing in the whole world
that I did not want to face. I guess I also thought that if I told
my family, then I would be admitting the truth to myself, and during that time I was not quite prepared for that.
As we can see, denial was used as a defense mechanism for me;
it acted as a buffer to cushion the shock. We use the same type of
mechanism when people who are close to us die. Eventually, the
feeling of numbness fades and we begin to pick up the pieces and
drop the use of denial in favor of a partial acceptance at least.
Second stage:

Anger

When I found it useless to deny any longer, feelings of anger
and resentment took form. -Why did it have to happen to me? And
why at this time of my life when I had everything to look forward
to? I felt as though I was being robbed -- my future was being
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taken away from me for no reason at all and I didn't like it one
bit. My anger and bitterness were directed at anyone and anything.
As far as I was concerned, everyone was to blame and I let them
know it. Unfortunately, my doctor and my boyfriend took the brunt
of my anger. I wanted to strike back at the world and hurt as I
had been hurt and they were the most available targets at the time.
Perhaps unconsciously I resented them -- or rather, resented their
ability to look forward to enjoying a long life when I couldn't.
I built up much bitterness even toward God. How could one who was
claimed to be so loving and just allow such a dreadful thing to hapIf I had only gone to see
pen? Then, I became angry with myself.
a doctor when I noticed early symptoms maybe all this agony could
have been avoided.
I was angered that I had been so stupid and
foolish to let this happen to me. So, I not only blamed everyone
I came in contact with, but I also blamed myself.
It was at great cost that I finally began to rationalize my
I
actions and see how cruel and selfish I was being to people.
had hurt people who would have helped me through this trying period
How could I expect them to
had I only shared the truth with them.
them the reason for
understand how I felt when I neglected to tell
my irrational behavior? It was at that point that I saw the need
for a compromise.
Third Stage:

Bargaining

The stage of bargaining is characterized by believing that maybe we can succeed in entering into some sort of an agreement which
5
may postpone the inevitable happening. There have been many times
when I have caught myself saying things such as, "Maybe if I start
praying harder than ever, God will hear me and decide that it was
all a mistake." When I think about it now, it never ceases to amaze me what one will do or think in a fit of panic and fear. All
I really want is an extension of my life and I'll compromise in any
way necessary. It was a type of bargaining that eased me out of
the anger stage. At one point, I finally realized that I was hurting my family and friends by displacing my anger onto them. That in
turn hurt me because there was no justification for making them miserable. My motives were not entirely unselfish though; I tried to
convince myself that if I changed my present way of acting and was
nicer to people, then perhaps I would be rewarded for my good beThat reward of course would only be recognized in terms of
havior.
an extension of life -- anything else would be trivial and unimportant.
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Sooner or later, we have to give up the bargaining tactics; if
we are smart enough, we will realize that it is all in vain and it
will only contribute to our denial which will probably make acceptance -- even if it is only partial acceptance -- that much harder
to achieve. Also, when the terminally ill patient begins to see
more symptoms of the disease progressing, he is quick to realize
that his bargaining is not going to work.
Fourth Stage:

Depression

Depression is probably the hardest to overcome and the stage
that visits most frequently. When the terminally ill patient is
constantly faced with recurring symptoms of the disease, it is a
constant and painful reminder that they may not have much time left
in which to live. The fight begins to be too much for them and is
often seen as a losing battle.
Depression has been a very difficult thing for me to cope with
over the past year and a half. I have never experienced such mental torment as I have knowing that I have a fatal disease and am
probably going to die sooner than I am willing to realize. I don't
think it would be so bad if the pain and my failing health were not
constant reminders. They force me to recognize my own limitations,
accept myself as I am, and hope that others can do the same. Staying useful and believing in my own worth and importance are the
antidote for achieving my own peace of mind when dealing with depression.
Depression usually takes hold of me at my most vulnerable time
when I am sick. I then become sad when I can see no encouraging results and I hurt. My life seems to be falling apart before
me and there seems to be nothing I can do about it. There is nothing I hate more than people telling me not to look at things so
grimly and then telling me to look at the bright side. Can't they
see that at that point there is no bright side? I am in fact mourning the loss of my own life. The terminally ill patient should not
be encouraged to look at the sunny side of things, as this would
mean he should not contemplate his impending death. 6 But we try
to cheer people up when they are depressed. After all, we don't
like to see people depressed because it can bring us down; also,
no one wants to feel helpless. This is usually an expression of
our own needs rather than of the one who is depressed.
--

I would be very foolish if I said I could handle this all by
myself. When people are depressed, they usually feel helpless and
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can't help themselves. They need people to help them see that
they are indeed worthwhile and have much to offer, even if they
can't see it in themselves. My feelings connected with depression
have caused me and people close to me much pain. I have at times
let my feelings of worthlessness dominate in my relationships, and
have come very close to shutting people out of my life because I
have felt I had nothing to offer them.
One particular instance comes to mind: my relationship with
my boyfriend Alan. He had always been a source of great support
to me when I was down and out. He offered me so much of himself
-- especially his love -- which was very hard for me to receive
at the time. I was always the one to give, and I guess I never
learned the art of receiving gracefully. I felt very inadequate
and not at all deserving of his love. I felt as though I had nothing to offer him in return. As a result, I declined not one, but
two proposals of marriage. I couldn't offer him a long life together, because I wasn't going to have a long life; I couldn't offer him children either, because under the present treatments I
was most likely sterile. My own fears and self-pity were the obstacles that inhibited me from looking at my true feelings in regard to myself and Alan.
It wasn't until after many discussions with Alan and others,
and through much pain, that I was convinced that I did have a
great deal to offer everybody just by being alive -- even if it
would be for only a short time. So, on the third proposal I agreed;
it was a great triumph for me. Unfortunately, the wedding never
took place, since a short time later Alan was killed in an automobile accident.
Fifth Stage:

Acceptance

If a patient has enough time and has been given some help in
working through the previously described stages, he will reach a
stage during which he is neither depressed nor angry about his
"fate,' 7 For the dying patient, it is usually when he sees that
the struggle is just about over. This doesn't mean the patient
holds no hope and is giving up, but rather he is more or less resigned to the fact that he is going to die and it may be quite
soon.
Acceptance of my own dying has been a very hard thing for me
to achieve over the past year and a half. I haven't achieved full
acceptance of my fate yet, and I probably won't until I am liter-
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ally on my deathbed. At that time, I suppose I won't have any
choice but to accept. However, I think it is fair to say that I
have partially accepted my fate. After all, it is rather difficult to deny any longer when test results get worse and my body
keeps telling me it may not be much longer; pain increases and I
just can't function in a normal way as I once could. But there is
still an inkling of hope -- no matter how small -- that there is a
chance for a remission; and I'd like to believe that I have the
courage not merely to exist, but truly to live.
Part of my inability to cope with acceptance has been the fact
that for a very long time I had not been able to share my feelings
and grief with my family and allow them to help me through this.
When I was told I had leukemia, I was afraid to tell anyone because
I didn't want to cause any pain. Although I needed support, I guess
I didn't want to face it myself. Most of my ambivalence stemmed
from an encounter I had with leukemia two years before I found out
about my own illness. At that time, I was going through a personal crisis which I didn't think I'd ever survive. My high school
boyfriend, John, died of leukemia. Unlike me, he told his family
very early and it nearly tore them apart. I was a witness to the
pain, hurt, and fear that made a very close family fall apart. No
one but John could accept his fate and it caused them all a great
deal of pain. They smothered him, didn't allow him to discuss his
own dying, and all of this was mental torment for him. He began
to have guilt feelings and blamed himself for his mother's breakdown. He died shortly after; it was not easy for him. He carried
tremendous guilt which should never have been. It made dying for
him doubly painful, when it didn't have to be.
When I look at my reasons for not telling my family, I can't
excuse my actions; there is no justification for what I did (or
didn't do). I was just plain scared. Telling them the truth
would be admitting it to myself, and I didn't want to do that to
them or to me. John's death and what it did to his family was a
painful reminder of what could happen to my family. I certainly
didn't want to cause any more pain for them. My mother was already suffering considerably going through a divorce, and at that
time I honestly didn't believe she could handle another impending
loss. As time passed, it became increasingly difficult to tell
her; the times I did manage to muster up some courage to tell her,
she would always unknowingly make it even more difficult by saying
things like, "I don't know I'd do without you ... ." After I heard
something like that, how could I tell her she would probably lose
me sooner than she thought?

I think my parents had done a good job of raising me. One
of the responsibilities of a parent is to teach a child to be responsible when he grows up. My parents accomplished that task and
I believe I carried it a bit too far. Yes, I like to think of
myself as a responsible person and I am; in fact, at times I am
overly responsible. This has been one of the biggest obstacles
to overcome. I have worried too much about other people's feelings, trying to protect them and not allowing them the chance to
share their feelings with me. So many times I have heard people
say, "Why are you trying to do it alone -- are you trying to be a
martyr?" It pains me more than anyone could ever know for people
to think that I'm trying to be a martyr. Yet the pain is selfinduced, since apparently, through my lack of candidness, I have
been giving that impression all along. I'm not trying to be a
martyr; I certainly don't have the courage. I imagine this way
of handling things has been a cry for independence more than anything else. All my life, I have been dependent upon my parents
and my family to answer a great many of my needs. Now was the
time to try to prove to myself that I could handle things and that
I was indeed strong.
From the very moment I found out about my fate, I have wanted
nothing short of acceptance -- but only if it would not make me
give up the fight for my own existence. All this time, part of
me hasn't wanted to accept reality,because I felt if I accepted
my own death as imminent, all would be lost for me. I have had
to try to keep a happy medium -- to consider the possibility of
my own death, but know when to put it aside to pursue my life.
After-Thoughts:
I have tried to outline the five stages that a terminallyill patient (myself in particular) goes through when faced with
the tragic news of his or her own impending death. These stages
do not have to follow one another consecutively, nor does one
have to be completed before another is entered.
It is interesting to note that there is one element that is
that
common to all, and usually persists throughout every stage:
element is hope. I honestly cannot imagine a person without hope
in any situation. It is the one thing that cannot let a person
down, and it may even help the suffering cope a little better and
a little longer than they otherwise might. If nothing else, it
gives a person who is dying a reason to shift his focus of attention and ability onto the attainment of a goal (a remission, or
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just wanting to live one more day) rather than wallowing in misery
and self-pity.
For me, hope has been the one thing that I haven't given up
on. When I'm sick, tired, and depressed, I may say I give up hoping for a "cure," but I never really give up hope for my life because I believe in miracles. Hope in anything is a very important
part of our lives; it can motivate us to do things that we never
thought we were capable of doing. It is essential to my life, for
without it I would have nothing, as well as be nothing. It can be
a tremendous support when nothing seems to be going right or when
it looks as though there is no way out of a problem situation. It
can offer a purpose to one's life.
For these reasons, I think it is very important that the doctor treating the terminally-ill patient should allow for hope and
not discourage the patient by telling him there is absolutely nothing more he can do to help him. This is adding insult to injury
and could very possibly result in withdrawal for the patient.
There should always be room for hope and we should not give up on
the patient just because the test results say there is nothing more
to be done. If there is hope, perhaps it can even help to make the
suffering a little more bearable.
As I look at how I have dealt with the realization of my dying over the past year and a half, through the different stages, I
have noticed much growth and much failure. I would only be kidding
myself if I said this has not been a traumatic experience for me;
but tragedy is a part of life and something that we can either
learn a great deal and gain strength from, or submit to and let
break us. In one sense, an experience such as this may even be a
blessing in disguise. It has certainly allowed me the chance to
get "in tune" with my own feelings and to take a better look at
myself -- to recognize my limitations as well as my capabilities,
a process which has often been extremely painful, not only to myself, but also to my family and my friends.
Because I was not honest with myself, or my family especially,
when I first found out that I had leukemia and was going to die,
I hurt them a great deal. I wanted to protect them, but the end
result was losing all the trust they had in me. When I finally
told my mother, she was naturally devastated -- but what hurt her
the most was that I was not able to trust her enough to tell her
the truth earlier.
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In spite of all the confusion and pain, I have learned a lot
about myself. I have learned to depend on myself as well as other
people in times of need, because when the other people are not
around when you need them, there is no one to lean on except yourself. That is not to say that the dying person should try to cope
with things all by himself, because it is often too much for one
person to handle alone. I have never known such support as when
I finally let friends and loved ones help me. I will never be able
to express my love and gratitude to all the people who have taken
the time to help me through a very trying period. I can only hope
that it is enough for them to know how I feel. They have truly
taught me the meaning of love and friendship and I hope that I have
taught them something in return -- if nothing else, to take the
most out of life and appreciate all that is around me.
The most important lesson I have learned is to face my fears
head on and to keep what little faith I have in myself because I
am worth it. I think at this time I am beginning to learn to put
my fears aside and concentrate on my goals more than ever because
the fear can be very limiting.
I suppose my greatest fear was of what I would lose in dying
-- this fear inhibited me from striving for my life. I think I
have come a long way as far as coping, but there is still a lot
mre for me to accomplish and I certainly hope people will be there
to help me. When the time comes for me to actually face my dying,
I hope that I can approach it with courage, peace and dignity; until then, my only prayer is to be able to enjoy what I think would
be the greatest victory of all, my own peace of mind.
Much of what I feel in my dealing with my own death, and what
I hope to achieve, can be summed up in this poem:
"Let me not pray to be sheltered from dangers but to be
fearless in facing them.
Let me not beg for the stilling of my pain but for the
heart to conquer it.
Let me not look for allies in life's battlefield but to
my own strength.
Let me not crave in anxious fear to be saved but hope for
the patience to win my freedom.
Grant me that I may not be a coward, feeling your mercy
in my failure alone; but let me find the grasp of
your hand in my failure."
Rabindranath Taore
Fruit Gatherings
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The purpose of this paper has been two-fold: not only to
fulfill a requirement for a course, but also to take a critical
look at myself -- my attitudes, feelings, fears -- in relation to
facing my own death, something I have needed to do for some time.
If it is true that people best learn to die well by learning to
live well, 9 then I can only hope that I can live to practice what
I have learned in my experience with dying.
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